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ABSTRACT
READING ACHIEVEMENT: THE IMPACT OF AMERICA'S CHOICE IN
KENTUCKY'S SCHOOLS
Brent M. VanMeter
August 22, 2005
This exploratory study sought to investigate the relationships among
comprehensive school reform, years of implementation, and student achievement
in Kentucky's elementary schools. This study sought to answer the following
questions: (1) Does a difference exist in reading achievement scores of third grade
students after one year, two years, three years, and continuation of America's Choice
implementation when compared to scores prior to implementation? (2) Is there
evidence that indicate the program is sustained after completion of the three years of
implementation? and (3) Is there a trend in reading achievement scores of third grade
students after a four-year period of America's Choice continuation?
The No Child Left Behind Act of 2001, mandates by the year 2014 all students
must perform in the proficient range in all subject areas, as measured by Adequate Yearly
Progress (AYP). Though Kentucky has worked meticulously to meet student needs
through improved curriculum and educational standards, it is still not meeting the
needs of all students. Kentucky's public schools, as a whole, did not meet AYP for
the school year 2004. The Kentucky School Report Card (2004) indicates Kentucky was
deficient in three of the 25 areas of AYP: African-American education, English language
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learners, and special needs instruction.
Student achievement was assessed using the Comprehensive Test of Basic Skills
(CTBS/5). The year prior to implementation scores for each of the nine schools provided
a baseline for implementation year comparisons. Data collected were analyzed using the
Statistical Analysis System (SAS) software.
Results of this study were inconclusive. The statistical analyses performed on the
schools in this study indicated gains in achievement for some America's Choice schools
and declines in achievement by others. Research provided some insight into schools'
considering this comprehensive reform model as a tool for improving student
achievement.
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CHAPTER I

When a child reaches third grade, it is possible to accurately predict whether or
not he or she will drop out of school or earn a high school diploma, based on reading
achievement (Lloyd, 1978). Therefore, if children are not reading on or above their
suggested grade level by the time they complete third grade, their chances of graduating
from high school are strongly decreased. When looking at reading achievement, one must
first look at its root, which is language. Language, both written and spoken, is considered
the single, most important functional need in our society (Atkinson, 1998). Pinker (1994)
wrote, "Language is so tightly woven into human experience that is it scarcely possible to
imagine life without it" (p. 17).
Language acquisition begins long before a child comes to school. Language is a
self-extending system, which allows the learner to continue learning by using the
language (Fountas & Pinnell, 1996). Research has shown that children who do not
develop language proficiency during their initial years of life are as much as six times
more likely to experience difficulties in reading achievement when they enter school
(Clay, 1990). Students possessing language proficiency skills may be defined as those
who: control language well; read for meaning; control book language; have a good
memory for text; and read for the precise message (Clay, 1993). This implies that parents
and familial influences are, essentially, children's initial reading instructors. It is through
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the home that children gain their linguistic empowerment (Atkinson, 1998). This would
be a wonderful plan, if all homes provided language rich environments for all
children. And, in doing so, used those environments to encourage and provide thoughtful
answers to questions children encounter. The harsh reality however is that not all children
have such supportive backgrounds.
The Office of Minority Empowerment in Minority Education News noted that
22.7% of all European-American fourth-grade public school students in the United States
are eligible for the federal government's free or reduced-price lunch program. AfricanAmerican fourth-grade public school students who are eligible for the federal
government's free or reduced-price lunch program represents an astounding 69.8% (U.S.
Department of Education). Additionally the report states 5.1% of all European-American
fourth-grade public school students in the United States attend schools where at least
75% of the student body is eligible for the federal government's free or reduced-price
lunch program. This strongly contrasts with the 47.3% of all African-American fourthgrade public school students who attend schools where at least 75% of the student body is
eligible for the federal government's free or reduced-price lunch program (U.S.
Department of Education). Another fact identified in the same report shows the
percentage of all African-American fourth-grade public school students in the United
States who attend schools where 75% or more of all students are members of minority
groups is 50.4% (U.S. Department of Education).
Bringing this concern even closer to home, a report from the Urban Institute and
Kaiser Commission on Medicaid (2003) disaggregated poverty rate for the state of
Kentucky. The data were sorted by race and ethnicity. The report indicated European-
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Americans constitute 16% of Kentucky's impoverished whereas African-Americans
represent 31 %, followed closely by Hispanics at 33%. Other ethnic minorities made up as
much as 29%. This drives home further the message that Kentucky's public schools must
do more to meet the needs of all the students we serve. To date Kentucky's public
schools have been unable to show results indicating all children's needs are being met.
Background
Since the onset of public educational reform in the 1980s in the United States,
schools have been expected to reach and maintain high standards of literacy for all
students. In today's society, global competition demands the application of even higher
standards. Contrary to the previous belief that modern-day information and
communication technologies would greatly diminish our dependency on the printed
word, literacy is even more important today than ever before (Atkinson, 1998).
The first American movement in public education reform occurred from 1980 to
1987. This reform was characterized by community interest in school accountability. The
country's citizens were concerned that public education did not train students for the
work force or to compete internationally. Bureaucratic initiatives resulting from this era
focused on instruction and achievement through accountability for teachers (Murphy &
Adams, 1998). American public schools continued to turn out significant numbers of
low-performing students and similarly low overall test scores.
The second movement in American school reform occurred from 1988 to 1995.
This reform focused on decentralization, school choice, and professional sanctions.
Although earlier efforts in the 1960s and 1970s aimed at decentralization, those efforts
commonly involved political or administrative agendas (David, 1989). In 1988 the
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National Commission on Excellence in Educational Administration (NCEEA) published
Leaders for America's Schools. This publication stressed collaborative leadership, which
should involve a host of stakeholders including teachers, parents, and community
members. The NCEEA (1988) recommended that principals promote collaboration and
actively involve others in formulating and implementing educational policies affecting
the instructional program; hence, site-based decision making councils became prevalent.
The third and present movement in American school reform began in 1996 and
continues today. Though Kentucky has worked diligently in its efforts to meet the needs
of all students through improved curriculum and educational standards, it is still not
meeting the needs of all students. Specifically, Kentucky's public schools, as a whole, did
not meet the No Child Left Behind (NCLB) 2001 federal mandate of Adequate Yearly
Progress (AYP) for the year 2004. Reports from the Kentucky Department of Education
School Report Card (2004) indicate Kentucky was deficient in three of the 25 areas of
AYP: African-American education, English Language Learners, and special needs
instruction.
Statement of the Problem
Nearly fifty years after the United States Supreme Court expressed grief over the
mass inequalities in public education, academic success continues to evade thousands of
students. The fault line, between those who achieve and those who do not, appears in
numerous areas such as race, gender, income, and disability.
As student achievement scores continue to remain static or decline, a growing
number of schools are exploring the horizon and initiating multiyear funded
implementation of Comprehensive School Reform (CSR) models. These models are
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systemic, research-based school reforms that involve the entire school community in a
restructuring process intended to improve student achievement outcomes by
strengthening the school's capacity to meet the needs of all students and involve parents
in meaningful ways in student learning and the reform process. Many of the CSR models
provide opportunities to involve community groups in the improvement process. Because
schools are not meeting required educational mandates, they are resorting to outside
sources for educational comprehensive reform assistance. One such model is the
America's Choice comprehensive school reform design.
Relationship of the Study to this Problem
The government is spending significant tax dollars on CSR models to improve
educational outcomes. Districts, schools, teachers, and administrative leaders are
investing many hours in efforts to improve their schools through the use of these models.
To qualify for federal funding support, these models must be nationally research-based
best practices. However, with the approximate average cost of America's Choice
comprehensive school reform at $72,000 per year for a minimum of three years, schools
must ask some important questions. Is this a worthwhile expenditure to get us where we
need to be? Will this program close the achievement gaps our school is experiencing?
Will it provide the structure for how we want our students to learn and achieve? Will this
program work in our school and community? What year does America's Choice become
a part of the culture of the school and address all areas of Adequate Yearly Progress?
Purpose of the Study
This quantitative study sought to analyze the impact of the America's Choice
comprehensive school-wide reform design on reading achievement in Kentucky's
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elementary setting. The ultimate goal of the researcher was to determine if, and at what
year of implementation, America's Choice comprehensive design became
institutionalized in such a way to ensure the reading needs of all students were being met.
Conceptual Framework
The conceptual framework for this study is displayed in Figure 1. The study's
conceptual framework was based on the policy linkage among five major pieces of
education reform: historical background of educational reform, high performance
leadership and management, instructional capacity building, professional learning
communities, and student achievement.
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Figure 1
Conceptual Framework for this Study
Conceptual Model
The conceptual model to support this study is displayed in Figure 2. This model
demonstrates the study sought to determine if there was a significant difference in
CTBS/5 reading scores for grade three students after each year of implementation of the
America's Choice comprehensive school reform model. Research investigated those
scores each year, for the three implementation years, to determine whether America's
Choice comprehensive school reform initiatives had implementation effects on reading
7

achievement. The researcher then attempted to determine at what point those effects
became fully implemented. Full implementation for this study entailed significantly
improved reading achievement scores.

Reading Achievement After Year 1 of Implementation
Reading Achievement After Year 2 of Implementation
Reading Achievement After Year 3 of Implementation

Evidence of Sustained Continuation
After Year 4 of Implementation

Figure 2
Conceptual Model to Support this Study
Research Questions
Successive Kentucky assessment data from the CTBS/5 were collected and
analyzed to determine if there was a significant difference in reading achievement scores
among exiting primary students (grade three) as schools implemented comprehensive
school-wide reform. This study sought to answer the following research questions:
1. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after one year of America's
Choice implementation when compared to scores prior to implementation?
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2. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after two years of America's
Choice implementation when compared to scores prior to implementation?
3. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after three years of America's
Choice implementation when compared to scores prior to implementation?
4. Is there any statistically significant evidence in reading achievement scores that
might indicate the program is sustained after completion of the three years of
implementation?
5. Is there a trend in reading achievement scores of students exiting primary (grade
three) after a four-year period of America's Choice implementation and
continuation?
Research Hypotheses
Null Hypothesis 1:
There will be no statistically significant difference in reading achievement mean
scores of students exiting primary (grade three) after one year of America's Choice
implementation when compared to scores of the school prior to implementation.
Null Hypothesis 2:
There will be no statistically significant difference in reading achievement mean
scores of students exiting primary (grade three) after two years of America's Choice
implementation when compared to scores of the school prior to implementation.
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Null Hypothesis 3:
There will be no statistically significant difference in reading achievement mean
scores of students exiting primary (grade three) after three years of America's Choice
implementation when compared to scores of the school prior to implementation.
Null Hypothesis 4:
There will be no statistically significant evidence in reading achievement scores
that indicates the program is sustained after completion of the three years of
implementation.
Null Hypothesis 5:
There will be no trend in reading achievement scores of students exiting primary
(grade three) after a four-year period of America's Choice implementation to indicate
continuation of the program.
Significance of the Study
This quantitative study of successive test data, based on Normal Curve
Equivalency (NCE) scores, compared academic scores in reading for primary students
(grade three) to the implementation of comprehensive school-wide reform initiatives. The
baseline data used were from test scores administered one year prior to implementation of
America's Choice for each school. Those scores formed the basis to determine whether or
not implementation effects thereafter existed. The researcher also collected state average
reading achievement NCE scores for third grade students in Kentucky during each year
investigated for each school. Additionally, grade three test score data in reading were
collected and analyzed after one year of implementation, after two years of
implementation, and after three years of implementation. These scores were then
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compared to the baseline scores to determine effect size. The researcher investigated
accumulated data to determine whether the program was sustained after the three-year
implementation was completed.
This study was particularly important since Title I traditional programming has
been so criticized in the past due to its perceived lack of positive academic impact
(Atkinson, 1998). This knowledge should be beneficial to the state, district, and local
personnel of Kentucky public schools as they consider CSR models in meeting the needs
of all students through adequate yearly progress as we approach No Child Left Behind
(NCLB) in 2014. NCLB sets demanding accountability standards for schools, school
districts, and states, including new state testing requirements designed to improve
education. States hold schools and districts accountable for adequate yearly progress
toward the goal of all students meeting their state-defined proficient levels by the end of
the school year 2013-2014. Adequate yearly progress is a measure of year-to-year student
achievement on statewide assessments (KDE, 2004).
Assumptions and Limitations of the Study
Assumptions
There were two assumptions regarding this study. First, the researcher assumed
the obtained CTBS/5 scores from the Kentucky Department of Education were valid and
reliable. Second, the author assumed that in connecting holistic student achievement, by
looking at the test scores of all third grade students, no one had to be discounted through
No Child Left Behind and Adequate Yearly Progress.
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Limitations
This study had two limitations. First, all participants were from the state of
Kentucky and it was possible that individuals from other states might have scored
differently. A second limitation of the study was that it was not possible to compare all
nine schools to determine if the program was sustained after completion of the three years
of implementation. This was due to the fact that two of the schools were presently in their
third year of implementation during the time of data collection for this study. While this
study had few limitations, it should expand the knowledge base about predicting
elementary student achievement in reading for all students using America's Choice
comprehensive school reform initiatives.
Definition of Terms
The following definitions were provided to assure consistency and understanding
of these terms throughout the study.
1. Adequate Yearly Progress (AYP): States hold schools and districts accountable
for AYP toward the goal of all students meeting their state-defined proficient
levels by the end of school year 2013-2014. Adequate yearly progress is a
measure of year-to-year student achievement on statewide assessments. Title I
schools that fail to make AYP must offer their students the option of transferring
to other public schools or receiving supplemental educational services outside the
school. Title I schools that fail to improve over time can be restructured,
converted into charter schools, or taken over by their district or state (KDE,
2004).
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2. Aligned Instruction: Aligned instruction is considered to be the methods used by
schools in which pedagogy and core curriculum is matched with assessments to
improve student achievement (English & Steffy, 2001).
3. At-Risk Student: A student who has fallen behind in academic performance in
reading and language (Slavin, 1991).
4. Blue Ribbon School: The No Child Left Behind—Blue Ribbon Schools Program
honors public and private K-12 schools that are either academically superior in
their states or that demonstrate dramatic gains in student achievement. The
program requires schools to meet either of two assessment criteria. It recognizes
schools that have at least 40 percent of their students from disadvantaged
backgrounds that dramatically improve student performance in accordance with
state assessment systems: and it rewards schools that score in the top 10 percent
on state assessments. Of the schools submitted by each state, at least one-third
must meet the first criterion of having 40 percent of the students from
disadvantaged backgrounds. The program allows both elementary and secondary
schools to be recognized in the same year (as retrieved July 10, 2005, from
http://www. ed. go v/programs/nclbbrs/applicant.html).
5. "De-Bureaucratizing": A method used by school reformers to decentralize
decision-making from a less hierarchical approach (Zeichner, 1991).
6. High Performance Leadership and Management: A high performance leader
performs the following tasks: nested learning communities, principal institutes,
leadership for instruction, peer learning, and individual coaching (Fullan, 2002).
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7. Instructional Capacity Building: The development of a school's core skills and
capabilities, such as leadership, management, finance and fundraising, programs
and evaluation, in order to build the organization's effectiveness and
sustainability. It is the process of assisting an individual or group to identify and
address issues and gain the insights, knowledge, and experience needed to solve
problems and implement change (Lambert, 2005).
8. No Child Left Behind (NCLB): The No Child Left Behind Act of2001 (Public
Law 107-110) sets demanding accountability standards for schools, school
districts, and states, including new state testing requirements designed to improve
education. States must categorize adequate yearly progress (AYP) objectives and
disaggregate test results for all students and subgroups of students based on
socioeconomic status, race and ethnicity, English language proficiency, and
disability (KDE, 2004).
9. Professional Learning Communities: When everyone works collectively to seek
and share learning and act on that learning to improve their effectiveness as
professionals so that students benefit, they are functioning as a professional
learning community (Hord, 1997).
10. Reading Recovery: Reading Recovery is a short-term intervention of one-on-one
tutoring for low-achieving first graders. The intervention is most effective when it
is available to all students who need it and is used as a supplement to good
classroom teaching. In Reading Recovery, individual students receive a half-hour
lesson each school day for 12 to 20 weeks with a specially trained Reading
Recovery teacher. As soon as students can read within the average range of their
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class and demonstrate that they can continue to achieve, their lessons are
discontinued, and new students begin individual instruction (as retrieved July 10,
2005, from http://www.readingrecovery.org/sections/reading/index.asp).
11. Readers' Workshop: This refers to a daily, one and one-half hour block of time
dedicated to oral language development, vocabulary instruction, comprehension,
and the development of fluency in reading. Students learn effective strategies for
comprehending text and how to study literature. They connect what they read to
their own lives, other texts they have read, and their knowledge of the world
(Tucker & Codding, 1998).
12. School-Wide Title I School: This refers to schools receiving Title I Federal funds
and having at least 50% of their student population on free or reduced price
lunches (U.S. Department of Education, 1996).
13. Title I (AKA Chapter I): A multi-faceted Federally funded program that provides
additional funding to schools based on their high ratios of students ranked at or
below the poverty level (KDE, 2004).
Summary
The United State's mandate to improve the quality of education for all students in
public schools and to raise test scores of all students to the level of proficiency by the
year 2014 hinges on each state's use of the data provided. This study examined reading
achievement NCE scores of students exiting primary (grade three) to determine if there
was a relationship between years of comprehensive school reform implementation
through America's Choice design and student reading achievement scores in nine public
elementary schools in Kentucky.

15

Organization of the Study
This study is divided into five chapters. Chapter I contains the introduction,
background information, and problem statement. In addition, this chapter includes the
relationship of the study to the problem, the purpose of the study, and the conceptual
framework and model. In this chapter, the author also included the research questions,
hypotheses, significance of the study, assumptions and limitations, definition of terms,
and the organization of the study. Chapter II presents the reader with an evaluative
review of the current, related literature. Chapter III provides an extensive description of
the methodology and procedures utilized in this study. In Chapter IV, the researcher
presents data and the analyses of the findings from the study. The study summary,
discussion, conclusions, and recommendations for further research are included in
Chapter V.
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CHAPTER II
REVIEW OF THE LITERATURE

This study addressed comprehensive school reform focusing on leadership and
management, capacity building, professional learning communities, and student
achievement. Successful school reform can be defined as school-wide reform efforts
which demonstrate a positive impact on student achievement for all students. This study
was grounded in school reform initiatives. Reform has had significant impact on the
definition of school leadership and how successful initiatives are measured. Four
concepts frequently discussed in the recent reform literature were shared leadership,
instructional capacity building through aligned instructional systems, professional
learning communities, and improved student achievement for at-risk learners. For many
educational reform researchers these four tenets were imperative for schools to reach high
levels of student achievement for all students (Allen, Knight, & Matthews, 2003).
The effects of change continue today as a vital concern in school reform research.
In this chapter, the researcher presented literature reviewed and organized in sections
relevant to the study. This study's conceptual framework was based on the policy linkage
among five major pieces of educational reform. The first section contains reviews
regarding the historical background of school reform. The second section includes
analyses focused upon high performance leadership and management. The third section
consists of the importance of instructional capacity building. The fourth section
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investigates professional learning communities. Finally, the fifth section highlights
improving student achievement for at-risk learners. Throughout this review of literature a
common element continued to appear within these diverse pieces of educational reform.
Though it differed in quantity and degree, parent and community involvement continually
bonded those pieces.
Historical Background of School Reform
School reform provides opportunity to examine organizational change. Many
reforms change teachers' long-accepted and respected activities and challenge established
authority patterns. Other reform efforts violate teachers' inner core of professional norms
on equality, cordiality, and privacy (Hart, 1990; Johnson, 1990; Lortie, 1975; Malen &
Ogawa, 1988).
Murphy and Adams (1998) noted that school reform occurs in United States'
public schools as student achievement and accountability efforts fall short of public
opinion. In order to understand the relationship between school reform and administrative
leadership, this section begins with a historical perspective of school reform efforts. It
begins with a discussion of early reform efforts including the Equality of Educational
Opportunity Study (EEOS), also known as the Coleman Report, (Coleman, Campbell,
Hobson, McPartland, Mood, Weinfield, & York, 1966). Following this dialogue, three
"streams " of educational reform cycles describing national efforts as well as those in
Kentucky are presented in three subsections (Bacharach, Bauer, & Shedd, 1986; Elmore
& McLaughlin, 1988; Murphy & Adams, 1998).
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Early School Reform Efforts
Those involved with school reform have struggled to improve school outcomes
since the Coleman Report (1966) explored the availability of equal educational
opportunities for children of different race, religion, and national origin. This landmark
study commissioned by the United States Department of Health, Education, and Welfare
was performed in response to provisions of the Civil Rights Act of 1964. The researchers
employed a national stratified sample of students, teachers, and school administrators in
the United States and District of Columbia public schools. Data collection included
teacher administered standardized academic test scores and questionnaire responses
acquired from first, third, sixth, ninth, and twelfth grade students (n = 567,148) as well as
questionnaire responses from teachers (n = 44,193) and school administrators (n = 3,941)
from 4,000 schools. Authors determined that most students attended schools where they
comprised the majority race. Across school lines, teacher salaries, training, and
curriculum were relatively equal. Though poor African-American students performed
better academically in integrated, middle-class schools, findings indicated they lagged a
few years behind European-American students. This achievement gap continued to widen
as students entered secondary school years.
Summary
Coleman et al., (1966) concluded that academic achievement was related to
family background in the early school years and determined that a disparity between the
academic dissimilarities of African-American and European-American students occurred
after school attendance. The Coleman Report impacted government policy by way of
racially integrated schools and ended through segregation produced by neighborhood
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ethnic composition and income level. Students were bused outside their neighborhoods to
achieve racial balance among schools and prevent African-American enrollment from
exceeding 60%. Researchers generated recommendations in this report that altered
government education policy, which raised standards along with school accountability
while it attempted to provide equal educational opportunities for all students. United
States public schools continued to produce students who were unable to compete in a
global economy; hence, the first"stream" of educational reform was about to begin.
The First "Stream " of Educational Reform
The educational reform cycle in the U.S. was comprised of three supporting
"streams." Beginning in 1980, the first"stream" manifested centralized control through
federal and state standards and state mandates to school districts. This control
emphasized higher academic standards and increased teacher supervision. Other
characteristics of this new form of control called attention to more stringent teacher
preparation and certification and more formalized standardized testing of students
(Bacharach, Bauer, & Shedd, 1986; Elmore & McLaughlin, 1988).
The publication of A Nation At Risk in 1983 by the National Commission of
Excellence in Education (NCEE) initialized the first"stream" of school reform, also
known as the Intensification Era (1980-1987) (Murphy & Adams, 1998). The report
revealed that individuals who entered the United States workforce were unprepared and
lacked international competitiveness. This information alarmed the public as they
questioned the quality of public education. The article produced further evidence that
economic concerns in the United States were attributed to educational weaknesses, which
provided additional need to improve public education. The NCEE recognized the
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importance of effective administrative leadership in transforming public education. In
1983, the NCEE made five "top-down" bureaucratic recommendations intended to assist
schools produce more internationally competitive citizens:
1. High school graduation requirements would be strengthened and at a minimum,
all students seeking a diploma be required to take four years of English, three
years of mathematics, three years of science, three years of social studies, and
one-half year of computer science. College-bound students were encouraged to
take two years of a foreign language.
2. Colleges and universities would adopt more measurable and rigorous standards
and have higher expectations for academic performance and student conduct.
Increased standards for admission at four-year institutions would be instituted.
3. More school time would be devoted to learning the new basics through effective
use of the existing school day, a longer school day, or an expanded school year.
4. Seven recommendations were written regarding teaching. They included
increasing teacher salaries, requiring longer contract days for teachers, designing
career ladders for teachers, providing incentives to attract outstanding candidates
to the teaching profession, setting higher educational standards for teacher
candidates, and involving master teachers with supervising beginning teachers.
5. Across the U.S., citizens and elected officials would provide the leadership
necessary to accomplish these reforms with the fiscal support and stability
required bringing about these reform measures.
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Summary
The first "stream" of U.S. public education reform, the Intensification Era, was
characterized by increased public interest in school accountability. United States citizens
were concerned that public education did not prepare students for the work force or to
compete globally. Bureaucratic initiatives that resulted from this era focused on the
improvement of instruction and student achievement through accountability for U.S.
educators (Murphy & Adams, 1998). Public schools in the U.S. continued to produce low
performing students and inert test scores. This led to school decentralization, consumer
school choice, and professional empowerment during the second "stream" of educational
reform, known as the Restructuring Era (1988-1995).
The Second "Stream " of Educational Reform
Nationally. U.S. public schools were not meeting public demands. School-level
autonomy allowed local schools to make educational decisions in attempts to improve
student achievement. In 1988 the National Commission on Excellence in Educational
Administration (NCEEA) published Leaders for America's Schools. This publication
stressed the importance of collaborative leadership through a team of stakeholders
including teachers, parents, and community members. The NCEEA recommended that
school administrators promote collaboration and engage others in the formulation and
implementation of educational policies, which affect the instructional program. This led
to the second "stream" of educational reform, also known as the Restructuring Era
(1988-1995).
In 1991, Zeichner concluded that school reformers decentralized decision-making
by "de-bureaucratizing" schools through empowering school staffs (the Holmes Group,
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1986; the Carnegie Task Force on Teaching as a Profession, 1986). Steadfast with this
same position on the professional efficacy of the teacher work force, some states
mandated the decentralization of school governance by bestowing local school sites the
ability to determine school policies. Leithwood and Menzies (1998) noted that many of
these attempts of decentralization involved shared decision-making under the leadership
of school councils, which consisted of administrators, teachers, and parents. Site based
decision-making (SBDM) has remained a focus in this school reform cycle and
symbolizes a distinctly innovative form of governance designed to sanction teachers and
community members as a means to improve student outcomes (David, 1989; Gaziel,
2002; Heck, Brandon, & Wang, 2001; Marks & Louis, 1999).
During the Restructuring Era, Kentucky's school reform efforts included many of
the recommendations stressed in Leaders for America's Schools such as leadership and
management, the promotion of aligned instruction, the development of professional
learning communities, and improved standards and assessments. These ideas emerged
after the Supreme Court of the Commonwealth of Kentucky heard a suit brought about by
66 school districts in 1989, which challenged the constitutionality of the
Commonwealth's system of funding education (Rose v. Council for Better Education,
1989). The State Supreme Court ruled the entire system of public education in Kentucky
unconstitutional, which resulted in the nation's most thorough state school-reform
initiative. Immediately following this court order, the state legislature implemented a
more equitable and efficient public school system, which included new governance,
curriculum, and technology initiatives.
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The Kentucky Education Reform Act (KERA) was enacted into law in 1990 by
the General Assembly. KERA held high standards and accountability as key components.
Initially financed through a $1.4 billion tax increase during its first two years, KERA
directly brought about vast restructuring initiatives providing equitable education
programs for all Kentucky students. KERA was the nation's most unwavering and
comprehensive effort to use an all-inclusive approach of state policy resulting in
fundamental change for individual schools. The Kentucky legislation proposed to provide
each student the right to succeed in school under the assertion that all children can learn
at high levels. The Legislative Research Commission (1994) explained 12 key
components of KERA:
1. High educational goals set by Kentuckians to clearly state what graduates were
expected to know and be able to do.
2. An assessment process to measure whether all students are reaching the goals.
3. An accountability system to reward schools improving their success with students
and to intervene in schools failing to make progress.
4. School councils made up of educators and parents to make decisions on
curriculum, instruction, and school management to create an environment for
student achievement and school success.
5. Increased funding for professional development activities for educators to learn
new ways to more effectively achieve success with all students.
6. Early childhood education programs to better prepare children who are at risk of
educational failure.
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7. Funding for a longer school day, school week, and school year to assist students
that need more time to achieve academic success.
8. A major commitment to technology as an instructional and administrative
resource.
9. Family Resource and Youth Service Centers to assist students and families in
need by providing resources and referrals to service agencies in the community so
that students can focus on learning.
10. Changes in the governance structure to reduce the politics involved in the
operation of many of Kentucky's school districts and to improve the leadership
capability at the state and local levels.
11. A new funding system to correct the financial disparity between wealthier and
poorer school districts.
12. A major funding commitment to support the new education initiatives in the state
(pp. 14-15).
Kentucky developed a systematic, aligned curriculum along with instructional
strategies to assist teachers with these new expectations. Throughout the history of
KERA, successful curriculum implementation in classrooms was questionable. Most
accounts of reform implementation agreed that curriculum development was successful.
The state provided teachers with curriculum resource documents such as
Transformations: Kentucky's Curriculum Frameworks, Core Content for Assessment, and
the Program of Studies to provide them with basic information for instruction. Teachers
complained that they lacked both professional training and time to prepare for curriculum
implementation. As a result, local school districts and school-based decision making
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councils became more involved with curriculum alignment efforts to increase teacher
effectiveness. These efforts continue to drive Kentucky students to higher levels of
proficiency on state assessment measures.
Ever since the initial 1991-1992 (KERA implemented) school year, statewide
achievement averages in public education have increased on the state assessment. The
elementary level has seen the largest percentage of increase. The school accountability
system contributed increased outcomes in student writing, problem solving skills, and
active student learning. Though technical aspects of the Kentucky Instructional Results
Information System (KIRIS) signified they were equivalent to commercially available
testing instruments, questioned reliability of school accountability indices led to the 1998
passage of House Bill 53. That bill generated an altered assessment system, the
Commonwealth Accountability Testing System (CATS). This new assessment, CATS,
more accurately measures school improvement, which provides teachers with more
information needed to improve instruction in all grade levels and in all subject areas
(KDE, 2004).
Scores obtained from the Commonwealth Accountability Testing System (CATS)
in 1998 provided further evidence of higher learning in Kentucky public schools. CATS,
comprised of a nationally normed test, the Comprehensive Test of Basic Skills (CTBS/5)
and a standards-based assessment, the Kentucky Core Content Test (KCCT), reflect
increases in student learning directly related to improved instruction. When comparing
Kentucky students to those across the nation, third-grade CTBS/5 results have increased
from the 50th percentile in 1997 to the 65th percentile in 2004. Sixth-grade student scores
have increased from the 50th percentile in 1997 to the 55th percentile in 2004. On the
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KCCT, student scores have shown increases in all subject areas tested with the most
significant results witnessed in writing, increasing from 51.96 in 1999 to 72.2 in 2004
(KDE, 2004).
Summary
The second "stream" of school reform centered upon decentralization of decisionmaking, as well as other restructuring proposals at local school sites. Though previous
efforts in the 1960s and 1970s aimed at decentralization, those efforts generally involved
divisions larger than school sites and were often motivated by political or administrative
agendas (David, 1989).
When A Nation At Risk was first published in 1983, school officials envisioned
school reform as a one-time event that would repair the problems of U.S. public schools
and then disappear. Twenty-one years later, however, school reform has become a
constant concern in Kentucky and the nation, as a whole. These early efforts led to the
third and current "stream" of educational reform, the Reformation Era (1996-present).
The Third "Stream " of Educational Reform
The third "stream" of school reform provided a central purpose; to increase the
school capacity as an organization to reach higher student achievement with all learners
through aligned instructional systems. Newmann, King, and Youngs (2000) described
school capacity as " . . . an organizational perspective for professional development"
(p. 5). The authors suggested professional development should address five aspects of
school capacity, principal leadership; aligned instructional systems; professional
community; standards and assessments; and technical resources. School reformers
associate school capacity to achieving the definitive goal of helping all students reach
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high standards of achievement (Spillane & Thompson, 1997; Wohlstetter, Van Kirk,
Robertson, & Mohrman, 1997).
During the 1990s, all 50 states in the United States embarked on education
initiatives related to high standards and challenging instruction (Goertz & Duffy, 2003).
The central focus of these efforts was to ascertain a general set of academic standards for
all students. Other components of these standards-based reforms included assessments
that measure student performance and accountability systems focused on student
outcomes. This growing focus on standards and accountability has dramatically changed
the role of tests in the lives of students, parents, teachers, administrators, and their
schools. Teachers continue to use the results of assessments to plan and align instruction,
guide student learning, calculate grades, and place students in special programs. Policy
makers are turning to data from large-scale statewide assessments to make special area
certification decisions about individual students. Additionally, data are used to hold
schools and school districts accountable for the performance and progress of their
students (Goertz & Duffy, 2003).
Stipulations in the federal government's Title I program have strengthened the
role of assessment in standards-based reform. Title I of the Improving America's Schools
Act (IASA) of 1994 required states to develop high quality assessments aligned with state
standards in reading and mathematics in one grade per grade span (elementary, middle,
and high school). States use these data to track student performance and identify lowperforming schools (Goertz & Duffy, 2003). Recent amendments to Title I, contained in
the No Child Left Behind (NCLB) Act of 2001, give even greater importance to state
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assessment. The law increased state testing requirements to include every child in grades
3 through 8 in reading and mathematics by the 2005-2006 school year and in science by
2007-2008. These assessments must be aligned with each state's standards and allow
student achievement to be comparable from year to year. The test results will be the
primary measure of student progress toward the achievement of state standards. States
will hold schools and districts accountable for Adequate Yearly Progress (AYP) toward
the goal of having all students meet their state-defined proficient levels by the end of
school year 2013-2014. Students attending Title I schools that fail to make adequate
yearly progress are given the option of transferring to other public schools or receiving
supplemental educational services outside the school. Title I schools that fail to improve
over time can be restructured, converted into charter schools, or taken over by their
district or state.
The No Child Left Behind Act of2001 (NCLB), was signed into law in January
2002. Early discussion of the act suggested that its requirements were in many respects
equivalent to those upon which Kentucky's system of assessment and accountability was
based. Kentucky, by now, had goals for proficient student performance, baselines, and a
support system for schools in assistance. It was originally believed that states could use
existing systems to meet the requirements of NCLB. As policies have expanded however
and provisions of revised statute better understood, less flexibility is offered than
previously contemplated. States have discovered that constitutional provisions are
stringently interpreted and they must make modifications to their assessments and use the
assessment data to make federal accountability decisions along with their state decisions
(KDE, 2004).

29

On June 10, 2003, Kentucky was granted restrictive approval by the U.S.
Department of Education (USDOE) for Kentucky's state plan for implementation of
NCLB. This restrictive approval required the Kentucky Department of Education (KDE)
to offer several proposals to address NCLB requirements. Kentucky law allows the
Kentucky Board of Education (KBE) to implement absolute assessment and
accountability policy decisions after receiving counsel from several statutorily created
groups as well as other stakeholders. Consequently, current proposals by KDE are subject
to revision before becoming final through this advisory process and final approval by the
KBE (Kentucky Department of Education Media Release web page, 2004).
Over the past several years, Kentucky has adopted and implemented goals shared
with those of NCLB. Some of those goals include high expectations for all students,
rigorous student performance standards tied to yearly assessments, and various other
assessments tied to the core content measuring what students know and can do. Other
goals Kentucky has espoused include school accountability, student and school
performance information to parents in the form of school report cards, and a goal of
proficiency by the year 2014. Kentucky has also implemented rewards and consequences;
required school improvement plans, scholastic audits, highly skilled educators assigned to
schools in assistance; and disaggregated student data by subpopulation. In addition,
Kentucky has implemented site-based management to further involve parents and
community members in public schools. These are only several of the numerous examples
of how Kentucky's system of public education has been implementing for the last
fourteen years many of the requirements of NCLB (Kentucky Department of Education
Media Release web page, 2004).
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Summary
While Coleman et al. (1966) used racial lines as a framework to guide
their study (African-American and European-American), more current reports (e.g., A
Nation at Risk, 1983; No Child Left Behind, 2001) reverberated in their reform fracas the
nation's mission that all schools attain high achievement results with all students.
Though Kentucky has taken great strides and efforts to meet the needs of all
students through improved curriculum and educational standards, Kentucky is still falling
short of meeting the needs of all students. CATS scores obtained provide further evidence
of higher learning in Kentucky public schools since the onset of KERA in 1990. State
reports from the NCLB indicate that Kentucky did not meet Adequate Yearly Progress
(AYP) in the spring of 2004. Kentucky only met 21 of its 25 anticipated goals for AYP.
Kentucky public schools were found deficient in (AYP) in the areas of African-American
education, English Language Learners (ELL), and special needs education.
As administrative responsibilities have continued to increase with widespread
demand and state accountability has become more and more rigid, the assignment of
school leadership has become a most challenging task. Without shared leadership, this
instructional-building mission may be an even more challenging task in districts where
low student achievement scores intensify policymakers' attempts to achieve proficient
student achievement outcomes for all students by the year 2014. This section reminds us
that educational reform occurs as student achievement and accountability efforts fall
short of public opinion. Parent and community involvement are essential to the success of
schools today. The next section of this chapter addresses the broad issue of high
performance leadership and management in education.
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High Performance Leadership and Management
The restructuring of schools throughout the 1980s ranged in scope from the
reform of governance and finance structures at state levels through site-based
management and participative decision-making to the redesign of teacher work
(Bacharach, 1990). Twenty years of school reform have distended the principal's job with
new responsibilities and have destabilized contented old assumptions about the nature of
school leadership (Lashway, 2003).
Clift, Johnson, Holland, and Veal (1992) examined role relationships among
school communities consisting primarily of teachers, administrators, parents, and
university-based educators in the context of a qualitative, three-year, interpretive case
study of five public schools in three participating districts. Researchers framed their study
along the same, earlier assumptions expressed by May (1992) and Prestine (1991) in ".. .
the actions of school personnel are best understood by examining interactions among role
groups within individual school contexts" (p. 878).
The purpose of their project was to explore the possibilities of creating time for
reflection to identify school-wide concerns. One relationship that had not been fully
explored in previous literature at the time was the role development of external
facilitators in school-based management schools. The rationale for their study was the
intended goal of school-based management. School-based management empowers school
staff and parent and community members by providing authority, flexibility, and
resources to solve the educational problems particular to their schools. School-based
management is not a fixed set of rules, which can be prescribed. Until teachers and

32

parents become major problem solvers, many schools may never succeed in instructional
capacity building and raise student achievement by the year 2014.
The schools comprised a purposive sample, which included three primary schools,
one middle school, and one high school. Each school collaborated with university
participants in designing and implementing action plans for their schools. The underlying
assumption of their study was that individuals within the school communities on their
leadership teams would negotiate roles. The project provided opportunities and contexts
for participants to consciously attend to the intentions, efforts, and results of their own
local initiatives. They were also able to interact with other schools going through the
same process. University teams provided guidance, professional training, and feedback.
Data collection included actions within individual schools and participant
accounts and interpretations of those actions in network meetings of all participating
schools. Data sources included but were not limited to numerous informal interviews and
36 formal interviews with teachers and principals. Field notes documented 104
observations of grade-level or departmental meetings, faculty meetings, or other regularly
scheduled meetings. Interviews and observations focused on the collaborative process,
action plans, and professional learning culture in each school.
In this interpretive case study, Clift, Johnson, Holland, and Veal (1992) used
inductive methods for data analysis in four steps, with each step reducing information and
focusing future analyses. In the first step, a university member, assigned primarily to data
collection at each school site, sorted all field notes into an interaction matrix (Miles &
Huberman, 1984) describing observed and reported interactions among participants. In
the second step, matrices and action plans for each school were combined. The primary
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site researcher created a written school profile, which identified espoused theories for
each school and presented observational and anecdotal evidence of theories in action that
confirmed or opposed the espoused theories. In the third step, school profiles were shared
with the individual school leadership teams for confirmation, elaboration, and change as a
form of member checking (Lincoln & Guba, 1985). The school team and the university
team then discussed areas in which further information was needed, guiding subsequent
data.
Profiles of each school were created and revised twice during the project. Matrix
cells describing interactions among teachers, administrators, the leadership team, and the
university team were analyzed to identify possible patterns of role group interaction in
each school. Two researchers then independently reexamined the entire body of field
notes to identify interactions that involved behaviors or perceptions regarding leadership
roles and other role expectations, providing an extensive chronological record of role
interactions for each school. That record was then sorted into five categories inferred
from the data: ambiguity, negotiation, conflict, overload, and consensus.
Role ambiguity occurred when participants expressed disagreement and confusion
regarding role behavior. Negotiation was coded as participants worked to reduce
ambiguity by discussing how they might change behavior patterns or convince others to
change. Conflict was coded when the participants faced one set of expectations that
directly prevented fulfilling another set. Choice of one set meant excluding the other.
Overload was noted when participants expressed difficulty in meeting expectations due
to time or energy constraints. Consensus was coded when agreement was reached within
and between role groups on actions that were expected and approved.
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Although no impressive changes in role characterization were documented, a
universal progression from ambiguity to consensus on the significance of member
participation in school-wide decision-making was noted across all five schools. The
leadership role of members had expanded to include initiating and implementing schoolwide projects. Consensus also emerged with regard to formative evaluation of project
initiatives. Four of the five schools conducted their own ongoing project evaluation,
engaging in their own action research, rather than relying on university feedback. Rate
and character of change were affected by district policies, administrative support within
each building, and negotiations with the university team.
Clift, Johnson, Holland, and Veal (1992) recognized through their analysis of the
role relationships within their study that the construct of role was not the only
explanatory mechanism for the success or failure of such change. The method and
outcomes were inseparable from the individual personalities of the people who
participated in their study. With this in mind, the authors offered five observations to
others interested in role change and developing role relationships within changing school
contexts.
First, shared leadership for school-wide initiatives does not occur naturally.
Shared leadership is not simply created by forming a leadership team comprised of
university facilitators, teachers, parents, and administrators. Principals must indicate that
they are willing to listen, respect member decisions, and support following through on
member led initiatives to reduce ambiguity and promote consensus.
Second, the importance of school and district framework as it relates to shared
leadership cannot be ignored. Clift, Johnson, Holland, and Veal (1992) noted though it
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was useful to talk about roles, their analysis suggested that elementary school participants
differed from secondary school participants in that they held very different expectations
regarding teacher leadership and principal-teacher relationships. Secondary school
participants in this study experienced much less ambiguity regarding their authority to
participate in school-wide decisions.
Third, progress in role negotiation is more likely if all parties are willing to make
the commitment to tolerate ambiguity and communicate that tolerance in actions as well
as words. This did not happen until all involved learned how to work with one another
and learned that working with one another would have dynamic status, which would
never be completely defined.
Fourth, fundamental changes such as reform initiatives can easily be destroyed.
The authors suggested giving continuing attention to how time is allocated to participants
to promote change as a process. Administrators and others cannot assume that members
who feel conflicted about time are not dedicated to working on a given project.
Finally, Clift, Johnson, Holland, and Veal (1992) warned about the limitations
their research demonstrated by not including members and administrators in data
collection and analysis. Their experiences suggested that further research should examine
the possibility that as members become more involved in promoting role change,
principals may become more trusting of that involvement, and central office staff may
become more trusting of school autonomy. Role change is at once a function of an
environment that encourages change and individuals who are willing to take advantage of
the environment.
Through a series of change leadership functions, rather than role study, Heller &
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Firestone (1995) proposed to reconceptualize leadership in their qualitative research. The
authors took a completely different outlook on leadership. They framed their study on the
premise that successful change results not from the work of a key leader but from the
effective performance of a series of change leadership functions. Their line of reasoning
suggested that certain tasks needed to be accomplished, but it did not matter who
performed them. Analytically focused on identifying important functions, rather than the
right roles, this study identified schools that differed in their success in institutionalizing
the Social Problem Solving (SPS) program. The researchers then "backwards-mapped"
(Elmore, 1979/1980) by first verifying that schools had been as successful as expected
with their SPS program and then exploring how well and by whom the various functions
were performed.
According to Heller and Firestone (1995), there were generally three conventional
stages one could divide the change process into: adoption or initiation phase,
implementation, and institutionalization or continuation phase. The researchers elected to
study schools during the institutionalization or continuation phase of change. Their
purpose for choosing the third period of change was important because only at that
point can one tell whether and how well a program has become an integral part in a
setting.
The research team worked with the SPS organization to identify a purposive
sample of nine elementary schools that had been using the program for at least three
years. The range was between four and nine years. The intent was to identify equal
numbers of schools that varied in their success in institutionalizing the program. Exact
grade spans varied throughout the sample. All but one school were suburban schools of at
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least moderate wealth with relatively low minority populations. The only exception was
one of the schools that had fully institutionalized the program.
Data were collected through a highly structured, open-ended, interview guide.
The instrument probed three areas. First, questions verified staffs assessment of the
success of institutionalization in the school by asking about respondents' behavior,
knowledge, and sentiments about SPS. Second, respondents were asked about leadership
functions for change. Third, respondents evaluated the contribution that major roles in the
school made in the performance of these functions. This allowed for cross-role
triangulation by having informants working in various roles in the school provide
perspectives on themselves and others. Researchers pre-tested the guide twice with SPS
teachers and principals in other schools to ensure reliability (Goetz & LeCompte, 1984).
Within each school, interviews were conducted with the principal and three
teachers, usually selected by the principal. In three of the four districts, district
"gatekeepers" were interviewed by the SPS consultant for that district. These consisted of
an assistant superintendent, a substance abuse coordinator, and a middle school principal.
In the fourth district, the school principal served as the interview "gatekeeper." SPS
coordinators were also interviewed about the schools they monitored. The research team
returned to those consultants from time to time as questions arose during data collection
and analysis. Heller and Firestone (1995) conducted 42 interviews over four months. At
each step of the way during data collection and analysis, the researchers used inductive
methods of coding and triangulating the data to ensure an accurate picture emerged. After
data collection, one school was eliminated from the study because internal sample
selection criteria were not met, and it became clear that a new principal was attempting to
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make their school appear more successful than it had been.
Eight schools were then divided into three groups based on SPS nomination
checked by fieldwork at the schools. Four schools had fully institutionalized the program.
All teachers in those schools who were supposed to be using the program were doing so
according to the SPS consultant. A combination of an SPS report and researcher
interview indicated that the program was being used with high commitment. Three
schools had institutionalized the program in a token manner. The schools continued to be
affiliated with the SPS program, and there was some indication that some of the teachers
went through the motions, but the use was limited and the quality was poor. The final
school was classified as "mixed" in that teachers who had been in the program for a long
time were only partial users, but a new principal had started over with a subset of
teachers who were much more supportive and effective in using SPS.
Heller and Firestone (1995) identified in the four, fully institutionalized schools a
set of change leadership functions, including sustaining a vision for change, encouraging
staff, modifying standard operating procedures, and monitoring progress. This still did
not determine whether or not there was a critical role for institutionalizing change, and if
so, whether it was the principal or some other position. Researchers examined each role
in the fully institutionalized schools and their analysis suggested the contribution of highprofile administrative roles were less than past research had suggested (Little, 1990).
Surprisingly, however, the contribution of teachers was larger than administrative
participation, as was the redundancy with which functions were fulfilled. Teachers
carried the program in one of the successful schools without the assistance of a formal
structure or supportive administration.
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Heller and Firestone (1995) noted a number of limitations to their study. First,
unlike most change research, which focused on implementation, their study examined
institutionalization. Their decision helped identify the success of the change process. The
second limitation was the study of a single innovation. SPS dealt with interpersonal
behavior and was useful for preventing drug use and misbehavior, more like a
conventional curriculum than restructuring innovations.
In contrast to much of the past research, Heller and Firestone (1995) did not find a
critical leader in charge of the change process. The principal did not stand out in any of
the successful schools as the key to the process. What was most intriguing was the
redundancy in leadership for change. This redundancy took two forms. First, functions
were performed by many people in different roles. Second, there was certain redundancy
in the change management functions themselves, where they required frequent
monitoring and providing encouragement and resources.
Heller and Firestone (1995) maintained that teacher leadership was possible in
schools as they are currently structured and contended that it can complement leadership
coming from other sources. In some cases, teacher leadership can maintain constructive
pedagogical changes in spite of administrators' apathy. The researchers suggested when
planning a variety of changes, from instructional strategies to restructuring, teachers
should be considered as more than passive recipients or sources of resistance to change.
"To the extent that change leadership is provided redundantly and jointly, teachers have
an important and original contribution to make on their own" (Heller & Firestone, 1995,
p. 84 ). Future research could try to determine whether or not there is a critical role for
institutionalizing change in schools, and if so, at what point does that change occur.
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Patterson and Marshall (2001) also examined emerging teacher leaders in one
school district. Their case study focused on the attempts of teacher leaders as they made
sense of several policy paradoxes within the context of ambiguous site-based
management practices. This work was similar to previous studies (Clift, et. al., 1992;
Heller & Firestone, 1995) in that they promoted the development of teacher leadership.
The authors examined how, in the absence of direction from school and district level
administrators, teachers provided the leadership in their schools and helped others make
sense of and manage those paradoxical policies.
The school district purposefully selected for this case study was implementing
inclusive special education programs simultaneously with new testing and accountability
policies in site-managed schools. The district was chosen and access negotiated as part of
a larger project (Schulte, 1994) in which researchers were facilitating inclusive practices
and studying their implementation in select district schools. Patterson and Marshall
(2001) were charged to explore how policy decisions were made in this district and to
examine participant understandings and perceptions of how federal, state, and district
policy decisions related to inclusion and inclusive practice.
The study employed qualitative methods, including twenty-five in-depth
individual interviews with individuals who were identified as the most knowledgeable
about and involved with special education policy decisions. Document analysis was also
conducted in order to construct a case study of special education policy implementation
in the sample district.
Over a period of two years, a team of researchers developed the interview guide,
conducted the interviews, and mined the documents. The research sought to elicit
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multiple perspectives and realities, rather than to purport a single truth. Case study
research allowed for a fuller understanding of the complexity of policy implementation.
Using the constant comparative method of analysis (Glaser & Strauss, 1967;
Lincoln & Guba, 1985) the coauthors inductively searched the data for patterns. Themes
and categories were coded, refined, and in some cases collapsed. Content analysis was
used to document and understand the communication of meaning and to verify theoretical
relationships (Merriam, 1998). The coauthors presented the prevalent themes that
emerged from the data and illustrated them with quotes from the participants.
Patterson and Marshall (2001) argued that ambiguous policies created paradox
and teachers made sense by making and remaking policy. Teachers in the district
provided leadership for reforms in their buildings as they worked around, twisted, and
stretched policies. Teachers invented solutions to policy dilemmas and ambiguities.
These findings supported previous assertions that policy-making needs to start with a
view from inside the classroom rather than top-down (Darling-Hammond, 1990;
Hargreaves, 1995; Kirst, 1995). This case study also begged the question of what the
district office's role should be in relation to site-managed schools.
The researchers suggested that teacher leadership must be structured and not left
to happen by chance, if districts expect council members to take risks. Site-based
management and implementation of new policies and practices require members to make
decisions. Empowerment alone is insufficient in providing members the leadership
needed for implementing educational reforms. The researchers warned that changes in
training, roles, and structure must come from district and building administration. They
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suggested future research could investigate leadership roles and responsibilities for those
involved in leadership teams.
Keedy and Simpson (2002) extended this view of leadership by focusing on the
flow of influence within four U.S. high schools whose principals had attained state-wide
reputations for leadership. The authors framed their study as a socio-cultural study on
leadership to which: (a) principals influenced teachers, and (b) teachers influenced
principals.
The four principals comprised a purposive sample. Using the reputation
technique, the authors wrote and called directors and professors of one southeastern state
in the U.S. for principal nominees based on: (a) exhibiting leadership in "turning schools
around," and (b) students outcomes that improved during their tenures. Data were
collected through five interviews, norms checklists, and observations. The researchers
occasionally observed meetings for additional provision of contextual richness to the
study. Researchers asked each principal to select ten teachers individually. Departmental
representation and conceptual and articulation abilities formed the basis for that selection.
Data were collected and analyzed through a two-step process. First, interview
transcripts were analyzed for common patterns and then integrated into each case analysis
of teacher interpretations of their principals' actions. After several iterations, two to three
priorities attributed to principals emerged from the four cases. Teacher-identified norms
confirmed ten of the principals' eleven priorities providing evidence that those principals
exerted influence on teachers playing a pivotal role in decision-making at those four
schools.
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Evidence of the flow of influence from teachers to principals proved inconsistent
across the four schools and only occurred at two of the four schools observed. One
question that arose from the study asked whether or not teachers could share power with
students when principals do not share power with teachers. The researchers agreed that
the topic should be further investigated and suggested perhaps a policy issue in principal
candidate action research for principal preparation programs.
In another study, McDonald and Keedy (2002) investigated how principals shared
leadership and helped develop teacher leaders in three Kentucky schools where policy
drove collaboration. The authors framed their study in shared leadership during the
reform cycle. This comparative case study examined how three principals in low-income,
high achievement Kentucky schools shared leadership with teachers and helped develop
teacher leaders in an accountability environment.
The researchers used a purposeful selection method to determine school selection
(Hunter, 1953; Whitaker, 1997). Six criteria were generated to reduce the sample
size. The first criterion was a list of Kentucky elementary schools that accomplished
rewards for all three biennia. Longitudinal data from the Kentucky Department of
Education Assessment Division specified that only 28 elementary schools achieved
rewards during all three biennia. Those schools were identified as high achievement
schools.
The second criterion was poverty rate of the students. Researchers required that
schools have a student poverty income range of more than the Kentucky average, which
was 47.67 %. This narrowed the pool to only 11 schools. The third criterion for
sample selection was tenure of the principal. Researchers required that the same principal
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must have remained in tenure during the past three years for a school to be included in
the study. This tapered the number down to only six schools. The fourth criterion was the
reputation technique (Hunter, 1953). This method was used to identify principals
with reputations for deliberately sharing leadership with teachers and helping develop
teacher leaders.
The researcher interviewed individuals from the Kentucky Department of
Education (KDE) who had worked directly with those schools. Shared leadership was
operationalized as "the principal actively engaged teachers in authentic and equitable
decision-making and implemented the resulting shared decisions" (McDonald & Keedy,
2002, p. 5). At least two of the interviewed individuals had to specify that the principal
developed and shared leadership for the school to remain on the list.
In the fifth criterion for sample selection, the researchers conducted a telephone
interview directly with those principals to determine that they deliberately shared
leadership with teachers. The sixth criterion was applied to schools that met the first five
criteria. Highest poverty and highest current academic index were final determinants. The
study was not limited to schools of any particular size.
McDonald and Keedy (2002) collected data through observation, interviews, and
document mining and used constant comparative data analysis. Three cases were
included because multiple data collection methods were designed to provide the
continuous, comprehensive, and in-depth comparative analysis necessary to clarify all
inferences from the data. Research on three principals within the context of their schools
allowed for individual analysis of each case as well as for cross-case analysis.
The researchers followed Merriam's (1998) recommendation for triangulating
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interviews, observations, and documents without being obtrusive to the operation of the
school. Researchers collected data through the use of two types of semi-structured
interviews: (a) personal interviews (i.e., principal and teacher leaders) and (b)
focus group interviews. Teacher leaders were selected for interview by using the
nomination method. Focus groups were purposefully selected in order to best provide the
targeted, desired information.
Observations took place throughout the five days spent at each school site.
Researchers observed faculty meetings, parent/teacher meetings, and school-based
decision-making team meetings. Interview and observation data were transcribed and
coded to maximize data analysis. Document mining of school improvement plans, school
based decision-making policies, meeting agendas, school handbooks, and faculty
correspondence allowed the researchers to frame the "rhythm of the school" (McDonald
& Keedy, 2002, p. 8).
The research team used matrix displays to illustrate themes and categories within
each case. Cross-case analyses consolidated the multiple case findings as commonalities
emerged among the cases through inductive analysis. The researchers triangulated their
data by using continuous data analysis to generate plausibility (Glaser & Strauss, 1967).
Emerging themes were continually refined and organized using new data until all data
repeatedly confirmed the identified themes through theoretic exhaustiveness (Marshall,
1995).
McDonald and Keedy (2002) noted three limitations to their study. First, only
three schools were investigated. Second, the research was conducted solely in eastern
Kentucky in rural settings. Third, one researcher may have been biased with her
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affiliation of the Kentucky Department of Education during the implementation of
Kentucky's Education Reform Act of 1990 (KERA).
Three key findings emerged from the cross-case analysis of the three individual
case studies. Principals established a clear communication system around common goals,
embedded a culture of professionalism, and institutionalized the basic tenets of KERA by
modeling collegial partnerships (McDonald, 2002). Though there were several
individual findings specific to the three schools, principals in these three schools clearly
recognized and endorsed teacher leadership. Shared leadership contradicted student
poverty, facilitated accountability, and exploited the autonomy provided by KERA.
This study added to the understanding of how shared accountability leads to
shared leadership and determines how information sharing functioned in the context of
school-wide accountability (McDonald & Keedy, 2002). Teachers were given additional
recognition and responsibility and rose naturally to the occasion as described in earlier
research (David, 1994; Glickman, 1991; Kelley, 1998). This study confirmed the
study hypothesis that principals are becoming dependent for instructional success on
teacher leaders.
Through a similar study in a small rural district, Anderson (2002) examined the
changing nature of teacher leadership roles in six schools. This study was framed as part
of a larger qualitative study and theoretically grounded in teacher leadership. The
researcher contextualized teacher leadership as influence and direction setting by teachers
in the context of their district, school, and union leadership. Teacher leadership can be
viewed as a fluid, interactive process with mutual influence between leader and follower.

47

The six schools comprised a purposive sample. Each site was in close geographic
proximity and in an active school improvement process. There were two elementary
schools, two high schools, and two all-grade schools. In each of the six cases, the school
was the only school in its rural community. Teachers in these schools often had a sense of
professional isolation. A unique focus of this study was that in most of these schools
formal teacher leadership roles did not exist. In five of the six schools, at least four
classroom teachers were interviewed. In the exception school, the staff had been reduced
to four, thus only three took place in the case study.
There were a total of 28 focused interviews. The researcher conducted several
field visits during the time of this study. Anderson (2002) had a unique awareness of the
communities and the schools. The most relevant information came from focused
interviews with the respondents from each school. Data were analyzed using the constant
comparative method and were reflected in nine overarching themes.
In previous literature, role-making was about teachers' actions in developing
teacher leadership roles (Hart, 1994). Changing roles referred more to the influences that
altered or changed roles (Anderson, 2002). Changing roles were driven by circumstances
that were a mixture of external and internal pressures. The roving leadership (Wheatley,
1994) concept was an example of teacher leadership roles in which an individual changed
roles because of the context or the situation (Anderson, 2002). Gender was consistent in
that both sexes supported similar rankings.
With regard to experience, all three groups ranked relatively high. This study
points out that administrators and teachers in small and rural schools might not see
teacher leadership in the same way as larger schools. The author enabled the reader to

48

interpret the nature of teacher leadership in small and rural schools from the perspectives
presented in this study. He suggested further research in the understanding of teacher
leadership in small rural school community settings might lead to a better relationship
between those involved in teacher leadership roles and a greater understanding of the
people who act in those roles.
Marks and Printy (2003) framed their study in school leadership relations between
principals and teachers and extended previous work (Anderson, 2002; Clift, et. al., 1992;
Heller & Firestone, 1995; Keedy & Simpson, 2002; McDonald & Keedy, 2002). The
analysis is theoretically grounded in two conceptions of leadership: transformational
and instructional.
Transformational leadership provides intellectual direction and aims at
innovating within the organization, while empowering and supporting teachers as
partners in decision making (Conley & Goldman, 1994; Leithwood, 1994).
Instructional leadership replaces a hierarchical and procedural notion with a model of
shared instructional leadership. Transformational leadership builds organizational
capacity whereas instructional leadership builds individual and collective competence
(Marks & Printy, 2003). Shared instructional leadership involves the active
collaboration of principal and teachers on curriculum, instruction, and assessment. In this
model, principals seek the ideas, insights, and expertise of teachers in those areas and
work with teachers for school improvement (Marks & Printy, 2003).
The researchers hypothesized that while transformational leadership was
necessary for reform-oriented school improvement, it was insufficient to achieve highquality teaching and learning (Marks & Printy, 2003). The authors believed shared
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instructional leadership described the dynamic collaboration between the principal and
teachers on curricular, instructional, and assessment matters to further teaching and
learning. The research team questioned the relationship of transformational and shared
instructional leadership to the educational practice of teachers and to student performance
on authentic measures of achievement. Marks and Printy (2003) posed three research
questions.
1. What is the relationship between transformational and shared instructional
leadership in restructuring elementary, middle, and high schools?
2. How do schools with varying approaches to leadership differ according to their
demographics, organization, and performance?
3. What is the effect of transformational and shared instructional leadership on
school performance as measured by the quality of pedagogy and the achievement
of students?
The sample comprised a purposive sample of twenty-four nationally selected
restructured schools in the U.S. Researchers, with the assistance from the Center on
Organization and Restructuring of Schools, selected eight elementary schools, eight
middle schools, and eight high schools that represented sixteen states and twenty-two
school districts. These schools then participated in a School Restructuring Study (SRS).
Most of the schools selected were urban, enrolling substantial proportions of
economically disadvantaged and minority students. During the study, all of the schools
were decentralized and practiced a form of site-based management. In most of the
schools, teachers reportedly exercised considerable influence on school practice in
matters of curriculum, instruction, and assessment.
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The study employed both qualitative and quantitative instruments that were part
of the SRS design. The research team collected data through teacher surveys, staff
interviews, and observations of governance and professional meetings at each school.
Researchers rated the instruction in each core class at least four times, with two
researchers observing at least half the classes.
In addition, core teachers provided two written assessment tasks that were
representative of how they typically assessed learning. Subject matter specialists from the
center and trained teacher practitioners rated the assessment tasks on standards of
intellectual quality. Teams of two raters scored the tasks independently, resolving any
differences through discussion.
The center also collected student work in response to the assessment tasks,
totaling over 5,000 assignments. Researchers and practitioners too rated these
according to standards for authentic achievement. The dependent measure of pedagogical
quality was constructed as an index that summed teachers' scores on two components of
pedagogy: classroom instruction and assessment tasks. Classroom instruction scores were
the summed ratings for observed instruction on four standards of authenticity: (a) higher
order thinking, (b) substantive conversation, (c) depth of knowledge, and (d) connections
to the world beyond the classroom.
The researchers used a scatterplot analysis to examine the relationship between
shared instructional leadership and transformational leadership. The scatterplot displayed
the distribution of schools according to their comparative ranking on the two leadership
dimensions. The authors used a one-way analysis of variance (ANOVA) to compare
means for the schools on their demographic, organizational, and performance
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characteristics according to the categorical measure of school leadership. Researchers
used hierarchical linear modeling (HLM) in both its 2-level and 3-level applications to
investigate the effect of school approach to leadership on the two dependent variables,
pedagogical quality and student achievement.
Marks and Printy (2003) found that transformational leadership was a necessary
but insufficient condition for instructional leadership. When transformational and shared
instructional leadership coexisted in an integrated form of leadership, the influence on
school performance, measured by the quality of its pedagogy and the achievement of its
students, was substantial. The authors noted in the lowest achieving schools,
administrators were most likely to centralize authority and control. The authors were
careful to mention that the findings of their study could not be generalized.
The study suggested strong transformational leadership by the principal was
essential in supporting the commitment of teachers. Transformational principals should
invite teachers to share leadership functions (Smylie & Denny, 1990). Marks and Printy
(2003) argued that their findings demonstrated the importance of cultivating teacher
leadership for enhanced school performance. Future research could examine the
emergence of teacher or team leadership and their effects on student achievement.
Summary
The behavioral science approach manipulated the groundwork and performance
of school administrators for a long time. Recently, with modernist views of
organizations and leadership, it has lost much of its original power. Murphy (2002b, p.
186) challenged that ". . . persons wishing to effect society as school leaders must be
directed by a powerful portfolio of beliefs and values anchored in issues such as justice,
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community, and schools that function for all children and youth." Building on the
strengths and weaknesses of school administration of the past, interrelated concepts of
school improvement, democratic community, and social justice emerge (Murphy,
1999, 2002a, 2002b).
Clift, Johnson, Holland, and Veal (1992) examined role relationships among
teachers and administrators and found teacher participation in school-wide decisionmaking moved teachers from a state of ambiguity to consensus, wherein demonstrating a
need for policy change.
Through a different perspective, Heller and Firestone (1995), studied change
functions rather than roles of leadership. They concluded that successful change results
not from the work of a key leader, but rather from the performance of change leader
functions. Those change leader functions included sustaining a vision for change,
encouraging staff, modifying standard operational procedures, and monitoring progress.
They found that these functions contribute to successful change in school reform.
Patterson and Marshall (2001), Keedy and Simpson (2002), McDonald and Keedy
(2002), and Anderson (2002) examined the development of teacher leadership through
their various works. Their findings concluded that teacher leadership is not left to
happen by chance, and if indeed teacher leadership is expected to develop, structure
is pertinent.
Marks and Printy (2003) examined the prospective of dynamic group effort in the
region of instructional issues to improve the quality of teaching and student performance.
The authors found that transformational leadership was a necessary but insufficient
condition for instructional leadership. When transformational and shared instructional
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leadership coexisted in an integrated form of leadership, the influence on school
performance, measured by the quality of its pedagogy and the achievement of its
students, was significant. The authors noted in the lowest achieving schools,
administrators were most likely to centralize authority and control.
This section further reiterated the suggestion that high performance leadership
and management are necessary components of today's successful schools through shared
leadership. This is further illustrated by the studies in the forthcoming section. The
following section reviews literature that sustains developing the critical mass of educators
within a school for sustaining an improvement initiative through instructional capacitybuilding.
Instructional Capacity Building
Historically, political and social forces have conversely planned to directly
influence the formation and implementation of educational policies that sought to
equalize educational opportunities for members of minority groups. Researchers study
the teaching, learning, and administrative practices involved in redesigning schools where
professionals are expected to change school norms that have been established for over
one hundred years. In this section, the researcher reviews literature regarding the effects
that school reform has had on leadership and teacher roles through instructional capacity
building. Instructional capacity building may be defined as the promotion of teacher
efficacy through professional development and training.
Hart (1990) examined the redesign of teacher work in two schools in the western
U.S. in a yearlong comparative case study of teachers' career ladder. The author
framed this study in teacher empowerment, an increase in the power and authority of the
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best teachers through a redesign effort. The rationale supporting this approach to school
reform had three parts: (a) restructuring would improve education by attracting and
retaining a higher proportion of the most academically talented young people to teaching
careers, (b) access to new roles and additional earning power would motivate teachers to
perform better, and (c) new structures for teaching and learning could better meet the
needs of students (The Carnegie Forum on Education and the Economy, 1986; Holmes
Group, 1986; Rosenholtz & Smylie, 1984). The underlying assumption was that teaching
could be redesigned in ways that would make it a more desirable career. Grounded in the
theoretical and empirical literature on work redesign and social systems, the researcher
described and explained the complexities and unanticipated consequences of
implementing this general policy.
In response to a state education reform initiative, a career ladder for teachers was
designed in a district of approximately 12,000 students located in the western United
States (Hart, 1990). Three major goals guided the formulation of the plan: (a) improved
earning potential for teachers, (b) the use of expert teachers as a human resource for the
overall improvement of instruction, and (c) increased involvement of teachers in
professional decisions affecting the school (Hart, 1990).
The career ladder created ranks of teacher leader and teacher specialist.
A committee including the principal and two teachers selected teacher leaders.
They were paid for additional days at their regular contract rate and a small stipend. This
nearly full-time work provided a substantial earning increase. Appointments were for two
years and leaders could reapply and compete for their positions. Approximately 10% of
teachers became teacher leaders. Teacher specialists filled more short-term, narrowly
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defined roles structured around district instructional or curriculum goals. Appointments
were for one year. Specialists received the stipend and payment for a few additional days.
Approximately 40% of the teachers became specialists.
Because the study focused on nonstructural work-site factors moderating the
effects of work redesign, the schools chosen needed to be relatively similar. The two
junior high schools selected for the study comprised a purposive sample. They were
chosen because they were less diverse than the elementary schools, smaller than the high
schools, and most people at the schools agreed to participate. One school had a
population of 700 students with 34 teachers, comprised primarily of upper-middle and
upper-class neighborhoods. The second school had a population of 855 students with 43
teachers, comprised primarily of middle-class neighborhoods. The school board had
drawn boundaries that promoted homogeneity between the two student bodies and had
assigned students from the upper-class neighborhoods to the middle-class school. Each
school was allocated three teacher leaders. The smaller school had six teacher specialists
and the larger school had eight.
Data were collected through systematic field notes, by non-participant observation
for two days a month at each school, September through May; and structured and
unstructured interviews (Hart, 1990). One hundred sixty-four structured interviews with
teachers, principals, and assistant principals were conducted in three cycles throughout
the year, September/October, January/February, and April/May. Structured interviews
were audio taped and transcribed. Unstructured interviews with teachers, students, and
administrators occurred throughout the school year. These interviews were recorded in
field notes the same day. These notes were divided into three sections: (a) an objective
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narrative where the researcher attempted to provide a verbatim record of statements or
events, (b) researcher comments on the emotional tone of the event or interview, and (c)
reflections and emerging patterns. Participants provided the researcher with existing
documents, audiotapes of meetings not attended by the researcher, and teacher
journals.
Educators in the two sites strongly disagreed over the relative salutary impact of
the new tasks and responsibilities on instruction and student learning. The use of work
structure and group-level frameworks fell short in providing a full explanation for sitespecific differences in teachers' individual perceptions of the career ladder reform.
Data revealed that the norms, beliefs, and values common to the teaching occupation
influenced work redesign at both schools. Expectations of equality, cordiality, and
privacy remained powerful factors in the interpretations people constructed to explain
their experiences. At individual sites, values associated with authority and power,
cooperation and competition, and leadership integration differed in sufficiently powerful
ways to change the functions and interpretations of this top-down structural reform (Hart,
1990).
Data demonstrated that research in a variety of settings provided important
insights into issues of work structure in education. The career ladder was affected by site
norms. Workplace effects more strongly influenced outcomes than did occupational
norms and beliefs common to teachers (Hart, 1990). This study provided longitudinal
evidence supporting previous need for increased emphasis on the dynamics of the work
unit in work redesign research (Brief & Downey, 1983; McKelvey & Sekaran,
1977; Van Maanen & Katz, 1976). The researcher warned that by concentrating on
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restructuring and rewards aimed at individual teachers, isolated from their social work
unit, reformers may violate principles of work organization. Additionally, the researchers
thought this might prevent educational reform from achieving any long lasting effect
(Hart, 1990).
In a follow-up study, Hart (1994) took advantage of a naturally occurring field
experiment in school reform to examine organizational change in the form of teacher
work redesign in the same two junior high schools in the western U.S. A comparative
case study provided data about changes that differentiated previously undifferentiated
work, benefited some members of the organization, and created new work tasks and
authority relationships (Hart, 1990).
The purpose of this particular analysis (Hart, 1994) was to seek theoretical
explanations for different observed patterns of teachers' attitudes and actions and the
social processes associated with those patterns. These new data were framed in
perceptions of the reform's effect on instruction and student performance, rather than its
incentive value. Earlier inductive analysis revealed the impacts of the two schools' social
environments on teachers' career attitudes and morale. In the previous study, work
structure features and school-level attitudes left much of these data unsatisfactorily
explained (Hart, 1990).
Theoretically grounded in role theory, the study elaborated the individual
teachers' perceptions about effects on students within their schools. The goal of this
comparative analysis was to learn from the people involved in the reform, to explore their
assessments of the important values and activities in their schools affected by a change in
teaching and leadership roles (Spradley, 1980).
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The researcher performed deductive application of role theory to an existing case
study data set. Data analysis followed established procedures for case study and
naturalistic research when applying an existing theoretical framework to qualitative case
data (Miles & Huberman, 1984; Yin, 1989). Data were coded using basic concepts of role
theory. Data summary sheets were prepared by collecting quotations and field note
notations directly from the data. Comparison matrices were then developed to facilitate
the analysis of interaction patterns. These matrices compared occurrences of data points
illustrating each concept and frequency across time, by school, and by position, seeking
insight into role-specific clues to strong feelings centered around perceptions of
performance effects (Hart, 1994).
The following three components of role theory provided the general categories for
the case study analysis: (a) roles existing as identities within systems, (b) the enforcement
and evolution of roles, and (c) the social processes that construct interpretations, a shared
reality. The analysis revealed features of the career ladder jobs as a set of new positions
within the social system. This perspective differed from the more common view of career
ladder jobs as minor changes in the structure of an existing role, the teacher. The role and
function of teachers became unclear during the process of change, clouded by conflict
over whether the reform was a fundamental restructuring of teaching or the introduction
of modified job categories for teachers (Fullan & Stiegelbauer, 1991). The more recent
analysis also revealed the importance of a mutually supportive core group within the
social system when teacher leadership roles were created that violated long-standing
assumptions about teachers' work (Firestone & Bader, 1992).
Conclusions supported the assertions that interpretations drawn from the
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immediate environment have profound impacts on objective tasks associated with work
characteristics and their outcomes and emphasize the ambiguity of innovation in
established organizations (Hart, 1994). The study revealed divergent results as to the
acceptance of teacher leadership roles by teachers involved in career ladder schools when
teacher leader roles were formalized. Hart (1994) observed that teachers reported
animosity toward those selected as career ladder teachers, partly because of faults
perceived in the selection process. In many cases, the career ladder teachers were
younger staff members who eagerly volunteered for certain positions, thereby annoying
teachers who were more experienced.
Role theory offered insight into processes through which interpretations of the
work influenced objective job characteristics during school reform. In these two case
studies, (Hart 1990, 1994), enforcement pressures competed with pressure for change.
The power to interpret the meaning and to judge the utility and worth of the tasks
enforced old patterns at one school and facilitated development and change at the other
(Hart, 1994). In the case where a core support group including the principal functioned
well, teacher leaders were able to act as leaders, create new roles, and contribute to the
school's instructional system (Hart, 1994).
Through a different approach, Keedy and Achilles (1997) proposed the
contribution of a U.S. perspective in the form of constructive critique to the international
forum on school restructuring policy. The authors concluded that teacher-shared norms,
knowledge, and skills mediated the relationship between structural change in schools and
changes in teaching and learning. The context of their policy was grounded within the
instructional dimension of engaging students as active participants in disciplined inquiry
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in the construction of knowledge that extended beyond the classroom.
The authors focused on the interplay among norms, organizational structures, and
practice in schools that underwent restructuring. Researchers first examined recent field
studies and assessed staff mediation in schools undergoing restructuring. The examiners
then described a theory-building process grounded within their own practices through
which staffs could reconceptualize school norms. Research indicated that schools
implemented reform initiatives before establishing consensual, normative frameworks in
which new norms reconceptualized student intellectual and moral development. The
researchers found little evidence that teacher-student-principal relationship changed
through school restructuring.
Keedy and Achilles (1997) advocated that staffs should first theorize why they
want to change their practices through two steps: (a) critical inquiry and (b) monitoring
the change process. Through critical inquiry, staffs learn to reject past assumptions for
their practices and build new assumptions, which ground how teachers, students, and
principals should relate. Through critical inquiry, a normative consensus emerges (Keedy
& Achilles, 1997). The authors contended that this theory should then provide a
contextual mindset within which contemplated structures make sense as a means to an
end. The authors asserted that the following norm changes through teacher and principal
practice must occur in order for schools to successfully restructure: (a) determine first
why the school should change, (b) determine what achievement they expect as a result of
the change, and (c) decide how the change process will occur.
Closely following the norm changes asserted by Keedy and Achilles (1997),
DeMeulle (1999) explored the various aspects of implementing an elementary
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professional development school (PDS) that promoted teacher leadership over a one-year
period through this ethnographic case study. The author framed this study in teacher
leadership as a means of promoting collaborative change in an elementary school.
Theoretically grounded in leadership theory, the researcher explored teacher leadership as
shared vision, where teachers worked as integral community members and leaders.
Professional Development Schools were collaborative partnerships between a
university and a school. Those partnerships took a variety of forms, but all had a
common focus on supporting inquiry and the professional development of the involved
participants (Stallings & Kowalski, 1991). The PDS concept was a revolutionary
means of school reform because it required school and university faculty to assume new
roles and relationships. Each PDS collaboration consisted of one or two faculty members
assigned to work with a specific school as liaisons for the purposes of supervising student
teachers and engaging in professional and school development with experienced teachers
and administrators. Though activities varied from site to site, all partnerships were
grounded in the six principles of the Holmes Group (1990): (a) teaching and learning for
understanding; (b) creating a learning community; (c) teaching and learning for
understanding everybody's children; (d) continuing learning by teachers, teacher
educators, and administrators; (e) thoughtful long-term inquiry into teaching and
learning; and (f) inventing a new institution.
DeMeulle (1999) worked for the Department of Instruction and Curriculum
Leadership at the University of Memphis. (The University of Memphis was at the time of
this study involved in twelve PDS partnerships.) DeMeulle served Mann Elementary
School as PDS liaison. The school was in a middle-class, suburban neighborhood of a
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metropolitan area in the mid-south United States. Mann Elementary was one of the
largest elementary schools in the state and the largest in the district, with over 80 fulltime faculty and 1,500 students in grades K-5. Three of the four administrators in the
school were female, including the principal. Seventy-nine of the teachers were female.
The student population was comprised of 35% African-American, 64% EuropeanAmerican, and 1 % other.
Case study method was appropriate to answer the goal of this study (Yin, 1993).
The researcher was involved in the daily lives of the participants and trying to understand
the meaning of everyday school activities. The school was purposefully selected because
the researcher served as the liaison between the university and the site. Data collection
began in August and continued through June of the following year. A variety of materials
were collected to address the goal of the study. This diversity of data collection allowed
the voice of teachers and school faculty to be presented in multiple ways (DeMeulle,
1999). Empirical materials included: (a) field notes and a personal journal, (b) audio
recordings and transcripts, (c) video tapes of whole group faculty meetings, (d) various
site documents, and (e) an end-of-the-year survey of all school faculty.
As the participant observer, DeMeulle maintained a research journal with
theoretical, personal, and methodology notes (Spradley, 1980). Eight semi-structured
interviews were held with key school faculty at the beginning and ending of the school
year. With the exception of two interviews, all others were audio taped and transcribed.
To explore teacher leadership as shared vision, the following questions were used to
focus data collection and analysis.
1. What PDS efforts encouraged and/or discouraged teachers to explicate and
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realize their visions?
2. What were the visions of the teachers in this PDS?
3. What processes impacted the sharing of teachers' visions?
Using the constant comparative method (Glaser & Strauss, 1967), the
researcher analyzed the data first by examining the interview transcripts and research
journal to inductively generate initial categories of understanding and to identify themes.
The researcher triangulated data through the analysis of multiple empirical materials.
Interview transcripts and the research journal proved to be the major sources of data for
this study.
Results from this study suggest that (a) each teacher must have individual
opportunities to voice opinions while others listen, (b) a shared school vision must be
achieved through total consensus of all faculty members, (c) team leaders need continued
and ongoing support in leadership of their groups, (d) trust must be nurtured between all
participants, and (e) a practical and theoretical knowledge base needs to be developed
throughout the year. This directly followed the policy suggestions by Keedy and Achilles
(1997). When given opportunities that encouraged and supported their professional
development based on teacher individual understanding of their needs and the school's
needs, teachers continued improving themselves and their practice.
In an extended and yet larger study, Swanson, Snell, Koency, and Berns (2000)
examined ten urban middle school teacher leaders who played significant roles in their
districts' and states' large-scale standards reform efforts in a two-year case study. The
authors framed their study in capacity building. Theoretically grounded in curriculum for
developing teacher leadership, the study was designed to achieve two goals: (a) to

64

develop a deeper understanding of what it takes for teachers to learn, implement, and help
other teachers learn the content and skills needed to translate standards into classroom
practices that focus on raising student achievement; and (b) to identify the additional
skills and orientations needed for teachers to effectively lead their colleagues in this
reform effort.
The researchers tried to identify what districts could do to facilitate exchanges,
provide support, and promote collaboration among teachers and schools, in the effort to
get to scale with standards reform, by studying how these teacher leaders were able to
learn new ways of working. This research grew out of an ongoing five-year evaluation
study of the design, implementation, and progress of district-wide standards-based reform
at the middle level in six urban districts. The study employed a unique design to utilize
the expertise of teacher leaders in a collaborative research effort. The research combined
qualitative case study methods with action research that engaged the teacher leaders in
studying their own professional learning.
The sample included ten middle school teachers. Two teachers from each of the
four core disciplines, and two reading specialists, who worked across the curriculum. The
purposive sample of teachers selected represented four urban districts invested in
implementing large-scale standards reform. Researchers used the recommendation
method of selection and assembled a preliminary list of impressive teacher leaders in
language arts, history, reading, math, and science.
Data collection began using a traditional case study approach, with the researchers
conducting in-depth interviews, observations, and shadowing each of the teacher leaders
during three separate visits during the first year of the study. The visits provided the
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research team with the scope of work that comprised the teacher leaders' professional
lives. Observations included teachers working with students, as well as teachers working
with other teachers in both formal and informal situations.
The goal was to construct individual professional histories, documenting
significant professional learning experiences in their careers, their professional
affiliations, subject matter expertise, and leadership roles within their department or team,
school, district, or beyond. Teacher leaders also compiled structured portfolios each year
with reflections on their own practice with students and colleagues. In year two of the
study, researchers used a similar approach, but with greater attention to teachers'
leadership roles, as that was the area least understood.
The culminating activity each year was a three-day working conference held each
summer. All ten teacher leaders participated in action research. The goal was to utilize
the collective expertise of the group and elaborate the data summaries produced from
each year. Researchers engaged the teacher leaders in discussions to synthesize and
analyze their portfolios and share professional learning and leadership experiences.
The researchers presented the results in four papers: (a) an evaluation of the
usefulness of a reflective tool for identifying essential qualities comprising teacher
leadership; (b) an examination of math and science reform issues that might explain the
relative lack of middle school teacher leaders in these two disciplines; (c) an analysis of
the middle school science; and (d) discussion efforts to identify teachers' leadership
qualities and how they were developed. Results indicated the importance of high quality
professional development in understanding the career development of teacher leaders.
In a different approach, Dimmock (2002) proposed policy for the application of
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an analytical framework for school design. Dimmock's investigation looked at
improvement models and classified particular school designs. The author started with a
tentative framework and applied it as a means of testing its validity and comprehensiveness to a particular school's design. The researcher selected the sample school and leader
based on representation of the phenomenon and its concepts rather than on populations.
The author collected qualitative data through interviews, observations of teachers
implementing the design model, field notes, and school documentation. The researcher
analyzed data for the identification of key themes, though the study did not indicate the
manner in which this analysis took place. Member checking procedures secured the
confirmation of accuracy.
The author purposively chose the small, secondary school of three-hundred and
fifty students because most of the students came from other parts of the U.S. and
overseas, with very few recruited from local areas. The independent school served mostly
middle and upper socio-economic students in rural New England. The school enjoyed
considerable latitude in making its own decisions within an environment relatively free of
system requirements. Prior to new leadership and change in the then present school
design, enrollment in this school had declined, the school lacked direction, and it also
lacked image in the market place.
Dimmock (2002) presented a framework of 10 criteria aimed to capture the
characteristics of school design programs and their leadership and implementation.
Results from the investigation found the criteria helpful in classifying and
conceptualizing key aspects of the school's design model. The justification of this
framework also raised the following issues: (a) should a school look inside or outside the
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organization for inspiration for the design model? (b) Who should assume responsibility
for the design? (c) What expertise exists in the school community to design and
implement a school improvement program? And (d) what should be the goals, targets,
specificity, learning opportunities, connectivity, consistency, and implementation
strategy?
As interest in school design grows, so does the realization that the existing
knowledge-base is both partial and incomplete. Dimmock (2002) extended the
suggestions of previous policy concern (Keedy & Achilles, 1997) and suggested that
further investigation into this phenomenon should also explore who will and who can
exercise control and leadership.
Laguardia, Brink, Wheeler, Grisham, and Peck (2002) proposed a longitudinal,
qualitative case study focused on the literacy practices of three primary classroom
teachers working in the context of the school reform movement in the state of
Washington. Research efforts of Laguardia et al., (2002) differed from the work of
Dimmock (2002) in that they looked at reform through a teacher's perspective.
Researchers intended to explore changes in the teacher relationship with and reaction to
the state reform initiative since the initial research.
Laguardia et al. (2002) observed and interviewed teachers first in 1997.
Researchers initially collected data through interviews, observations, field notes, and
validity checks for verification. The researcher team viewed observation data and audiotaped interviews and transcribed data in order to write case studies on each of the
participants. Interview questions focused on teachers' experiences of the reform process,
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their pedagogical responses to the reform initiatives, and the degree to which they felt
adequately supported in their professional development to improve student achievement.
The authors conducted follow-up interviews in the year 2000 with all of the
original participants. At that time, the research team also collected classroom lessons and
students' assessment data. Researchers triangulated data by the collection of multiple
sources of data and multiple methods to confirm emergent findings. Throughout the case,
researchers wrote preliminary case summaries, which provided the research team with
emerging themes, direction for further interview questions, and a lens for additional
observations. The research team utilized the constant comparative method in looking for
themes and recurring patterns.
Laguardia et al. (2002) constructed the following cases named after the teachers
they represented in each of the case studies: Becky, as continually learning; Rebecca, as
embracing reform; and Kathi, as staying in control. After constructing the cases, the
researchers reviewed data across cases and three themes emerged. The research indicated
that teachers viewed the reform movement as legitimate even in the face of impositions
placed upon them in the form of accountability measures. Teachers experienced a
constriction of practice in response to the accountability-based performance assessments.
Teaching to the test became the norm despite case study teachers' sense of
inappropriateness. Professional development funding and emphasis evolved from
curriculum issues to improving standardized test performances. The researchers
suggested that policy makers in Washington State failed to imagine the realities of
implementing educational reform.

69

Through an "emancipation" perspective, Flecknoe (2002) conducted a small,
qualitative case study in an English primary school. The school had instituted several
procedures, which involved pupils and staff in leadership activities such as reviewing
policies and appointing staff. The school was on the southern outskirts of a northern
town. The school was in poor condition and the local authority sought to close it.
Flecknoe (2002) used pupil knowledge about pedagogy and presented evidence
about beneficial structural changes in school organizations that could arise from the
institution of democratic structures in schools. In addition, the researcher served as a
governor at the school under study. In the process, the author cast light on three
theoretical frameworks, all of which indicated that the ontology of students differed from
the ontology of teachers and that access to the vision would facilitate communication and
sharing of wisdom. The results of these indications resulted in structural changes.
Flecknoe (2002) investigated Hargreaves' Capital Theory of School Effectiveness
and Improvement (Hargreaves, 2001). Hargreaves' theory, the researcher noted,
produced intellectual capital by two important processes: (a) the creation of new
knowledge and (b) the capacity to transfer knowledge between situations and people.
Flecknoe added that the social capital required to create and support the intellectual
capital had both cultural and structural components. The cultural component consisted
mainly of trust between adults and the generation of reciprocity and collaboration. The
structural component consisted of networks and collaborative relations between adult
stakeholders. The theory implied that the process of educating a child was something
done to children by teachers, as opposed to something done along with children
collaboratively.
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The researcher suggested that Hargreaves (2001) ignored an important influence
in discussing leverage. Flecknoe (2002) noted that if students wanted to learn because
they regarded themselves as citizens rather than "tourists" in the classroom, certain
barriers needed to be removed. In this study, the researcher suggested that the ontology of
education was a joint enterprise in which the teacher and student worked together to
create education.
The findings as a result of this study were pertinent to this issue of collaborative
education and suggested adding a "pupil" dimension to Hargreaves' theory (Hargreaves,
2001). Flecknoe (2002) also considered the works of Murphy (2002a) and Furman and
Starratt (2002) in which both wondered what it would mean for the democratic
communities of schools to be the center of educational leadership and how those choices
would re-culture the profession of leadership. These statements add fuel to the idea that
democracy drives administration.
The fact that the researcher of this case study served as a governor of the school
studied added an unwelcome bias for readers to judge. Flecknoe (2002) invited colleague
researchers to use copies of his taped transcripts to check for representative selection of
quotations or for additional research. The researcher randomly selected to interview five
teachers and three co-professionals. The researcher inevitably knew some of the subjects.
In addition, the researcher interviewed eight students who were all elected representatives
from grades two to six.
Pupils at the school were in a lower-than-average socio-economic social group.
In each student subject case, parent permission was sought. Two of the subjects were not
granted parent permission and therefore were not interviewed. The researcher also
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collected data through documentary evidence, minutes of governors' meetings, School
Council meetings, and Class Council meetings.
Flecknoe (2002) structured the format for student interviews, described them in a
letter, and copied them to the pupils beforehand to facilitate preparation and minimize
anxiety. Students were asked to bring a picture they had drawn about their School
Council work. The first part of the interview asked students about their drawing. The
second part asked them to choose one statement from each of nine parts and explain their
choice. A pilot study using this instrument with two students from another school
suggested a variety of answers might be obtained. Specific data analyses were not clearly
stated for the reader in this study and should be considered a weakness.
Flecknoe (2002) determined that students had great democratic responsibility
from the staff who was interviewed. Such responsibilities included School Council and
Class Council meetings, pupil involvement in appointments, in reviewing policies, and in
deciding their own time priorities to some extent. The researcher found from student
interviews that students' pictures indicated that they found democratic involvement a
positive experience in which debatable matters should be dealt with by voting, usually
unanimously.
Though the questionable findings in this study did not lend themselves to
generalizations for other schools, it is likely that the successes of the pupils and staff
interviewed could be replicated elsewhere. Evidence indicated that further research
should reflect on the contribution that students can make to educational improvement by
unlocking their tacit knowledge about teaching and learning and making it available to
teachers. A single case study is a limited basis for such assertions.
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Comparable to Flecknoe (2002), but on a much grander scale, Kyriakides,
Campbell, and Christofidou (2002) proposed a case study of a primary school staff who
attempted to generate criteria to develop a complimentary approach for teacher
effectiveness. The researchers argued that the traditional conception of teacher
effectiveness presented limitations. The established formation of teacher effectiveness
focused on the teaching performance of individual teachers in relation to student
cognitive outcomes. This approach lacked the recognition of broader roles and
responsibilities.
The researchers conducted a school-based self-evaluation study. The aim of their
research enabled teachers to generate their own effectiveness criteria in the context of
their school. Their research indicated that four categories beyond classroom behavior
existed for teacher effectiveness: (a) subject knowledge, (b) knowledge of pedagogy, (c)
teachers' beliefs, and (d) teachers' self-efficacy. In addition, the literature pointed out two
conceptual problems of teacher effectiveness: (a) limited conceptions of teaching and (b)
disconnection from teachers' professional development.
Kyriakides et al. (2002) proposed the development of a multi-model conception of
teacher effectiveness. The research team based the model on research and showed three
factors within teachers' control that significantly influenced student progress: teaching
skills, professional characteristics, and classroom climate.
The researchers conducted the study in six main stages. In stage one, researchers
conducted an interview with all fourteen teachers of a primary school in a project on
school self-evaluation. In stage two, researchers used the constant comparative method to
conduct within case analysis of the data gained through the interviews. In stage three, 51
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characteristics of the effective teacher emerged from the teachers' group interview. The
researchers developed a questionnaire from those characteristics. In stage four, the
researchers used the Concept System Software (CSS) to create a concept map. Through
this method, the authors identified eight clusters. In stage five, the researchers examined
validity through conducting a second group interview. In this stage, the researchers also
analyzed the data using the constant comparative method. In stage six, the researchers
administered the questionnaire to a randomly selected sample of 20% of teachers (n =
682). Of the 682 teachers approached, 553 responded, which gave a response rate of
81%. The high response rate indicated that the sample was generalizable to the
population.
Kyriakides et al. (2002) found that the quantitative data that emerged from the
responses of the one-school teacher sample to the questionnaire revealed that the 51
characteristics of the effective teacher could be grouped into eight clusters. Those clusters
represented the following: goals and intentions, individualization, positive treatment of
students, love for children, professionalism, collective responsibility, personal traits, and
responsiveness to change.
Though the findings of this study revealed that the awareness among teachers
generated the need for improvement of policy at the school level, further research could
examine the extent to which this particular project affected the actual development of
policy.
Ross, Stringfield, Sanders, and Wright (2003) looked at school reform through
teacher effects. The researchers noted that one substantial limitation of research on school
reform was that the majority of studies on these change efforts were restricted to the
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school as the unit of data gathering and analysis. This is unfortunate for many reasons.
First, multilevel analyses of differential school affect data from the U.S. and
internationally have indicated that the majority of the above-student level differences are
found at the teacher level (Teddlie & Reynolds, 2000). Creemers (1994) estimated that
two to three times as much single-year differences in student academic achievement gains
could be found at the teacher level rather than the school level.
The authors agreed that a multilevel focus on teacher effects within school reform
should be able to build on strengths of the educational research and evaluation
community. Without attempting to display the full range of teacher-level outcome studies
possible within the context of school restructuring research, the authors chose to explore
questions in three general areas. The first area concerned evidence of changes in
elementary school teacher effects as a result of participating in whole-school reform
efforts. Second, the researchers examined teacher mobility within school restructuring
efforts. Third, the research team addressed those questions through the use of multi-year,
student-level achievement data from the Memphis Restructuring Initiative (MRI).
During the 1995-1996 and 1996-1997 school years, 37 elementary schools in
Memphis, Tennessee began the implementation of 1 of 8 comprehensive school reform
designs. Memphis City Schools (MCS) is the largest school system in Tennessee, serving
118,000 students in 164 schools. Family and community poverty presented large
challenges in MCS, with 72% of the district's 104 elementary schools serving student
populations that were 50 + % eligible for free or reduced-price meals (FARM), thus
making them eligible to be classified as Title I school-wide projects.
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Ross, Stringfield, Sanders, and Wright (2003) proposed to extend prior work by
examining the impacts of restructuring on teachers, specifically, their effectiveness in
raising student achievement and their decisions to remain at their schools rather than
transfer to non-restructuring schools or to leave MCS altogether. In many circumstances
teaching practices have a tendency to be resistant to change (Fullan, 1999). Previous
studies of the MRI found that intensive professional development efforts resulted in
teacher practices changing in the directions of greater use of common planning time and
authentic assessments (Bol, Nunnery, Lowther, Dietrich, Pace, Anderson, BassoppoMoyo, & Phillipsen, 1998), and increased student-centered instruction, such as
cooperative learning, discussion, and performance events (Ross, Alberg, Smith,
Anderson, Bol, Dietrich, Lowther, & Phillipsen, 2000). Despite progress in classroom
practices, one question concerned the effects of reform on teacher success in impacting
student achievement.
The researchers proposed a quantitative, longitudinal, experimental-control design
for their study. The two primary measures were a state-mandated measure of student
achievement gain, aggregated to the classroom level each year, and a measure of teacher
mobility. To address the multiple questions raised in the three general areas, several
specific comparison-contrasts were drawn. The time period for the data analyzed in a
previous study ranged from the school year prior to the decision to begin the MRI, 19941995 until 1997-1998, the time preceding the district-level decision to require all schools
to partner with an external design team (Ross & Lowther, 2003).
The sample of schools consisted of the (n = 25) first-year (R95) and (n = 12)
second-year (R96) elementary schools participating in the MRI. The mean free and
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reduced meal (FARM) rate for students in those 37 schools was 73%. The distribution of
the sample, like that of MCS, was heavily skewed toward high-poverty schools, such that
the minimum was 16%, the median was 83%, and the highest school-level FARM
percentage was 98%. Three schools in the district shared that particular rate. Most of the
school reform designs included elementary schools that were spread throughout most of
that range.
Roots & Wings was the design chosen only by high poverty schools, and FARM
rates of schools partnering with Roots & Wings ranged from 85% to 98%. Teachers
included in the analyses were those who taught all five Tennessee Comprehensive
Assessment Program (TCAP) subjects at the R95 schools, the R96 schools, and the 63
remaining, non-restructuring (NR) elementary schools in MCS. If a teacher taught the
same subject in more than one grade, the researchers used the subject mean across grades
in the analysis.
During the study, students throughout the state of Tennessee were mandated to
participate in the TCAP. From 1995-1997, TCAP was a form of the CTBS-4 published
by CTB/MacMillan/McGraw-Hill in 1989. In 1998, the state-mandated standardized test
employed for TCAP was the TerraNova or CTBS-5 published by
CTB/MacMillan/McGraw-Hill in 1997. (In 1999, William Sanders and his staff
conducted an equating analysis that converted TCAP scores to the TerraNova scale so
that longitudinal 1998 effects could be determined.) In MCS, CTBS/4 had been
administered in second-grade, thereby allowing for the computation of 1998 Tennessee
Value-Added Assessment Scores (TVAAS) in grades three through six for five subject
areas: math, reading, language, science, and social studies. The TVAAS scores were
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computed from mixed-model analyses of the TerraNova data to indicate degree of student
gain in each subject from one year to the next. In addition, the teacher effectiveness
(TTE) measures were derived from the TVAAS achievement scores.
Ross, Stringfield, Sanders, and Wright (2003) used the TVAAS teacher
effectiveness (TTE) score computed for each teacher each year. The TTE measured
individual teachers' contributions to their students' academic achievement relative to an
"average" teacher in the same school district. A positive TTE represented an aboveaverage performance, whereas a negative TTE represented a below-average performance.
The TTE scores were then compared for the three program groups (R95, R96, and NR).
The teacher sample sizes differed from year to year throughout the study. For R95, the
sizes were 271, 291, 291, and 265 for the school years of 1994-1995, 1995-1996, 19961997, and 1997-1998. For R96, the sizes were 121, 122, 132, and 134; for NR, they were
667, 704, 694, and 727.
Ross, Stringfield, Sanders, and Wright (2003) used a repeated-measures analysis
of variance (ANOVA) with two or three factors as the basic analytical design. The full
ANOVA design consisted of three reform levels, three teacher groups, two school
cohorts, and four years of testing. All three variables were within-subjects factors. The
level of each factor could change over time for each teacher. Because all teachers were in
elementary schools, very few changed the types of classes they taught across years,
although some might have changed grades. There were many teachers who either did not
teach at all or taught less than all five subjects during one or more of the four years.
Consequently, a mixed model approach was used to avoid losing incomplete cases by
providing estimates for the missing scores. The within-teacher variance-covariance
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matrix was assumed to be a four-by-four unstructured matrix, which allowed for
correlation across years. The matrix was also expected to be the same for all program
types and teacher types. The researchers also calculated effect sizes for assessment of
comparison magnitudes. Research with the TVAAS database showed the TTE scores
were highly stable regardless of changes in grade level or school.
Results from the study indicated for the R95 cohort that in the 1994-1995 prereform school year, the first-year teaching effect was significant. The estimated
probabilities of leaving the school at the end of the year were 0.39 and 0.19 for both firstyear and non-first-year teachers. Also in the 1994-1995 school year, the R95 teachers
were more likely to leave than the NR teachers. In the 1995-1996 school year (the year of
implementation), only the first-year teaching effect was significant. In 1996-1997,
however, the first-year teaching main effect was not significant for first-year vs. nonfirst-year, respectively. The interaction of first-year and program was significant with
estimated probabilities for first-year and non-first-year, correspondingly. Thus, in R95
schools, the current teachers were more likely to leave than the first-year teachers, a
reverse of the usual pattern as reflected in the NR schools.
Other significant effects within the R95 comparisons during the second year of
implementation (1996-1997) were the reform main effect and the program by TTE-level
interaction. Thus, Ross, Stringfield, Sanders, and Wright (2003) concluded at
restructuring schools compared to NR schools, teacher mobility tended to be lower for
teachers at the low and high ends of the effectiveness distribution.
In the R96 cohort, the first-year teaching effect was significant in all three years.
The only other significant effect was the TTE-level main effect in the first
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implementation year, 1996-1997 for low, average, and high TTE levels, respectively.
Thus, for R96, there were no general effects of participation in restructuring, but firstyear teachers, low effectiveness teachers, and high effectiveness teachers had the highest
mobility rates.
Ross, Stringfield, Sanders, and Wright (2003) concluded that in both R95 and
R96 cohorts, first-year teachers were more likely to leave their schools than non-firstyear teachers. In the R95 cohort only, during the second year of the reform, first-year
teachers at restructuring schools were less likely to leave than their peers at NR schools.
Also in the R95 cohort, during the second year of the reform, teachers with TTE ratings
that placed them in the high effective and low effective ranges at restructuring schools
were less likely to leave than their peers at NR schools. The actual research base on
school restructuring remained limited.
Summary
Over the past 20 years, efforts of school reform have taken on a variety of forms,
from locally developed Title I school-wide reform projects to the importing of an entire
management team, staff, curriculum, and professional development program. By
increasing the Comprehensive School Reform Demonstration (CSRD) program, the U.S.
Congress has substantially increased this trend. Furthermore, in a recent report from the
KDE (January 3, 2005), the Kentucky State Board of Education announced the approval
of more monetary assistance for low-performing schools through Commonwealth School
Improvement Funds (CSIF).
Literature reviewed in this section supports the need for professional training in
order to gain instructional capacity building through school reform efforts. Core elements
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common to many comprehensive school-wide reform designs include the adoption of
site-based school management, increased professional development and planning time,
and increased use of high-level performance standards and authentic assessments.
Hart (1990) examined the redesign of teacher work and found that by
concentrating on restructuring and rewards aimed at individual teachers, reformers
overlooked social norms of the work organization. In a follow-up study of the same
groups, Hart (1994) sought explanations for teachers' attitudes and actions and the social
processes associated with those patterns. She found enforcement pressures of the reform
competed with the social pressures for change.
Keedy and Achilles (1997) concluded that norms, knowledge, and skills
reconciled the relationship between structural change in schools and changes in
teaching and learning. They asserted that specific norm changes through teacher and
principal practice must occur in order for schools to effectively restructure. Through
critical inquiry, staffs learn to discard past assumptions for their practices and build new
assumptions which ground how teachers, students, and principals should relate. Through
critical inquiry a normative consensus emerges.
Following policy suggestions from Keedy and Achilles (1997), DeMeulle (1999)
explored teacher leadership where teachers shared vision and worked as crucial
community members and leaders. Results suggest teachers need individual opportunities
to voice opinions while others listen. Shared vision must be achieved through total
consensus of all faculty members. Team leaders need continued and ongoing support in
leadership of their groups. Trust must be nurtured among all participants. Practical and
theoretical knowledge base needs to be developed throughout the year. When teachers
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were given opportunities that encouraged and supported their professional development
based on individual understanding of their needs and the school's needs, teachers
continued improving themselves and their practice.
Swanson, Snell, Koency, and Berns (2000) sought to develop a deeper
understanding of what it takes for teacher leaders to learn and help other teachers become
better at improving student achievement. Dimmock (2002) expanded the suggestions of
previous policy concern (Keedy & Achilles, 1997) and suggested that further
investigation into this phenomenon should also explore who will and who can exercise
control and leadership.
Laguardia, Brink, Wheeler, Grisham, and Peck (2002) looked at school reform
through a teacher's perspective. They explored changes in teacher relationships with state
mandated reform and their reactions to it. The researchers found that schools were
teaching to the test and suggested policy makers failed to imagine all the realities of
implementing educational reform.
Flecknoe (2002) used student knowledge about pedagogy and presented
confirmation about favorable structural changes in organizations that could occur from
the establishment of autonomous structures in schools. Kyriakides, Campbell, and
Christofidou (2002) also found a student-centered element in their research. Data that
emerged revealed that characteristics of effective teachers could be grouped into eight
clusters: goals and intentions, individualization, positive treatment of students, love for
children, professionalism, collective responsibility, personal traits, and responsiveness to
change.
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Ross, Stringfield, Sanders, and Wright (2003), looked at teachers who were
resistant to change. They examined the impacts of restructuring on teachers, specifically
their effectiveness in raising student achievement and their decisions to remain at their
schools.
The studies reviewed in this section portrayed the dimensions of teachers being
receptive and open to the change process. They also presented embedded dimensions
resistant and antagonistic to the change process. Those involved in designing teacher
training modules should consider how these dimensions of teacher thinking and teaching
relate to the intended objectives of the training and revise training accordingly so teachers
can fully engage with the intended reform.
The following section reviews literature that upholds developing learner-rich
environments within schools for the purpose of sustaining a student achievement
improvement initiative through professional learning communities. "You cannot have
students as continuous learners and effective collaborators, without teachers having the
same characteristics," Michael Fullan (1993, p. 46).
Professional Learning Communities
Since the 1960s, school-based managed leadership teams have been a popular
reform adopted by states and school districts across the country as a medium for
improving schools. Leadership teams have been used by states to increase school
accountability; by local school boards to increase student achievement; by central offices
to develop administrative efficiency; by teacher unions to sanction teachers; and by
community groups to engage parents and community members.
Klecker, Austin, and Burns (2000) found that committees needed more training in
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problem-solving strategies, in particular strategies that facilitate team members' skills in
solving problems with one another. The authors described the status of implementation of
Kentucky's Site-Based Decision Making (SBDM) Councils at the elementary, middle,
and high school levels. The authors framed their study in Site-Based Decision Making
Councils in Kentucky.
Theoretically grounded in both quantitative and qualitative research methods, the
researchers investigated the types of decisions councils made from July 1, 1996 through
November 30, 1997. Stratified random sampling was used to select a purposive sample of
344 councils from 1,032 public schools from Kentucky's eight regions and three school
levels (elementary, middle, and high school). Survey data were collected from 137
councils for a return rate of 40%.
Participating SBDM councils provided the research team with demographic
information (Council Profile Sheet), council agendas, and meeting minutes from July 1,
1996 through November 30, 1997. Demographic data were coded. Researchers
categorized meeting minutes into thirteen categories. Nine of the thirteen categories were
state mandated SBDM responsibilities. The authors inserted budget, professional
development, procedures, and personnel to the data collection. Council agendas were
determined to be insufficient data sources and were omitted.
Researchers used a one-way analysis of variance (ANOVA) to uncover any
statistical differences in the number of decisions being made in each of the thirteen
categories. A Scheffe' test was used as a follow-up procedure to the ANOVA.
Independent tests were used to note principal gender and to analyze the number of
decisions made. Spearman correlations were used to assess relationships between the
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principal's length of service and the decisions made.
The authors found statistically significant mean differences in many areas.
Decisions about curriculum ranked significantly fewer at the elementary level (2.83) than
at the middle (5.98) or high school levels (6.10). Discipline decisions ranked significantly
fewer in the elementary level (1.64) than at the high school level (3.50). Personal
consultation decisions ranked significantly fewer in the elementary level (6.00) than at
the high school level (9.50).
The researchers found differences between regions in three types of decisions.
Decisions about staff assignments were ranked significantly fewer in Region 6 (1.72)
than in Regions 1 (4.13), 2 (3.96), and 5 (5.00). Researchers also found Region 5 to be
rank significantly higher in staff assignment decisions than Regions 3 (1.53) and 6 (1.72).
Decisions about extracurricular programs ranked significantly higher in Region 8 (3.00)
than in Regions 3 (.23), 4 (0), and 5 (.40). Personnel decisions also ranked significantly
higher in Region 8 (12.00) than in Regions 1 (6.48), 2 (7.33), 3 (2.08), 4 (4.36), 5 (5.80),
and 6 (6.44).
Klecker, Austin, and Burns (2000) found that decisions being made by the SBDM
councils dealt mostly with budget, personnel consultation, and council procedures. The
research team found that council members lacked experience in SBDM. Principals with
only 0 to 3 years experience comprised 55%, teachers comprised 90%, and parents
comprised 97%. Researchers noted large disparities between the numbers of decisions
being made and the number of meetings being held by the SBDM councils
Inconsistencies were also found in the content and filing of council agendas and minutes.
The research team recommended that the state change the required one-year term
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for council members to a two-year term with a staggered election. The authors contended
that would provide more continuity and consistency within the SBDM council. In
addition, the researchers suggested more technical assistance for the councils be provided
by the state to increase confidence and capabilities in the areas of curriculum and
instructional practices. Further research might include qualitative research with teachers
and parents, a time analysis of time spent making decisions in the categories represented
in this study, and a look at actions taken by SBDM councils as they relate to the Safe
Schools Act and Commonwealth Accountability Testing System (CATS).
Following Klecker et al. (2000), Chrispeels, Castillo, and Brown (2000)
examined the relationships among factors that influenced site-based management teams
(SBM) and their predictive value. In the state of California, school leader teams (SLT)
represent an aspect of school-based management that is teacher-led and oriented to
curriculum and school reform. The school leader teams do not operate within the
framework of a prescribed programmatic formula and are not burdened by personnel and
budgeting decisions as are SBM committees. SLT committees receive training to learn to
work together to improve teaching and learning at their schools with the goal of affecting
student outcomes.
Framed in effective teacher leadership, the researchers analyzed survey data from
71 elementary and 71 secondary SLT committees that had received one-full year of
training to understand which factors were predictive of effective SLT committees.
Theoretically grounded in path analysis, the research team tested a model that
identified the relationships among the factors that were most likely to influence the
team's ability to focus on teaching and learning. Three types of data analysis were
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completed: (a) a factor analysis of the SLT Implementation Continuum; (b) a path
analysis based on the elementary and secondary SLT data; and (c) a qualitative analysis
of the open-ended responses from the SLT Implementation Continuum.
The dependent variables for their study were the teaching and learning descriptive
statistics for both the elementary and secondary schools. The independent variables
were meetings facilitated by the principal; non-professional members on the team;
professional relations; school and community relations; district relations and use of data;
and team problem solving. The strongest predictor of their ability to focus was the use of
data collected within the school to identify needs and guide future decisions.
Overall, both the quantitative and qualitative data indicated those one-year
elementary and secondary SLT teams had similar developmental paths. Research findings
advanced the understanding of how SLT committees work and revealed: (a) the
importance of developing team skills in problem-solving as a predictor of many other
positive relations; (b) the significance of strong professional relations as a predictor of
positive district relations, use of data, and a focus on teaching and learning; and (c) the
paradox of teams needing to hear parent and student voices and, at the same time, coping
with the negative effect on professional relations if they are present on the team.
Findings from this study suggest that lack of adequate data about students and
their learning may be the biggest problem confronting SLT committees. The SLT process
model shows that when teams have adequate data and pay attention to student work, a
clear vision and goals are more likely to emerge.
Chrispeels, Castillo, and Brown (2000) suggested that SLT committees should
receive more training in problem-solving strategies. The authors recommend that
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future research should link this complex process of school development and change with
adequate measures of the student outcomes that reflect the goals these teams are trying to
achieve.
In a similar approach, Cardno (2002) explored the incidence of effectiveness of
teamwork in school management teams in two different studies (Cardno, 1998a, 1998b).
The author first conducted a baseline study of team practices in all New Zealand schools
(Cardno, 1998a) and revealed that teams of all types proliferated in both large and small
primary and secondary schools. The researcher carried out the problem analysis phase in
both a primary school and secondary school in New Zealand. The author framed these
studies in action research. The studies were theoretically grounded in relationship
marketing literature related to the measurement of service quality in business and
education (Murphy, 1997; Parasuraman, 1991). The researcher examined the extent to
which incidence and practice stressed the demands between high accountability and team
review and development.
The investigator surveyed all New Zealand primary and secondary schools
(Cardno, 1998a). The researcher obtained 20% sampling response in each sector. The
survey tested two critical assumptions that had a bearing on the significance of teams in
effective school management. The first was a very high incidence of self-styled teams in
all types of schools. The second was although schools claimed to be teams, there might
have been an absence of practices commonly associated with the notion of effective team
performance.
The findings confirmed that an average of 91% of all primary and secondary
schools in the sample had permanent school management teams (Cardno, 1998a). The
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researcher determined a set of essential team practices by synthesizing ideas from the
literature on effective teamwork (Adair, 1986; Bell, 1992; Coleman & Bush, 1994), to
establish the extent to which teams functioned as formal work teams. The researcher
designed survey questions to elicit information that would enlighten the extent to which
teams operated within formal boundaries, had delegated accountability, and were
supported and empowered to develop. The author's method of analyzing data for this
study was not detailed and should be considered a limitation to the study; however,
results indicated a disparity between concerns for formality and accountability and
development. Cardno (1998a) noted when teams were expected to contribute effectively
to decision making, without experience conditions conducive, valuable opportunities for
effective contribution to school management were lost. The researcher noted if the
potential of a team as an agent for organizational learning was to be realized, then the
critical issue of team development must be addressed.
In the second study (Cardno, 1998b) provided a six-member Senior Management
Team (SMT) in a large urban secondary school with insights about their practice for
learning and development. Theoretically grounded in team effectiveness, the study
provided a deeper analysis of team practice and allowed the team to utilize their
participation to meet management obligations. The SMT represented a purposive sample
in that they were extrinsically motivated to participate for systematic school self-review
for accountability and improvement purposes (Ministry of Education, 1993). In addition,
the SMT was committed to its own development and was challenged by new membership
to reflect critically on its own practice with a view to improving it.
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Over the course of one year, the researcher worked with the team to consider the
standards against which their effective practice would be judged and how to obtain
objective feedback from the Board of Trustees and the middle-management staff. This
process was conducted in five steps (Cardno, 1998b). In the first step, the researcher held
a focus group meeting with the SMT to establish the expectations, objectives, and main
issues for the review. In the second step, a focus group meeting was held with middle
managers to gain a further perspective on expectations held of the SMT and to determine
main issues from the staff perspective. The purpose of this step was to refine the survey
tool. Using the data provided in steps one and two of the review process, the researcher
and SMT team finalized the questionnaire.
There were 17 key statements reflecting areas deemed to be of significance in the
operation of the SMT, by themselves, and by middle management groups in the school.
In the fourth step the survey was conducted. Respondents indicated on a 5-point scale: (a)
how important to them the issue was and (b) how they felt about the SMT's performance
in that area. Provision was made for general comment at the end of the questionnaire. Of
the eight board members, six responded (75%). Of the 133 staff members surveyed, 76
responded (57%). The SMT considered getting feedback about what was of importance
for stakeholders and how the SMT's performance could be rated as valuable.
The analysis employed for this review may be viewed as a limitation (Cardno,
2002). The survey does present data, which can be interpreted by the SMT to identify
strengths and weaknesses related to both the conception of their role and their actual
performance. The patterns identified draw attention to areas where improvements can be
made by the SMT. While both groups were generally well satisfied with team
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performance, they found the team needed to improve communications and appropriate
consultation. Cardno noted self-managed schools have the means to create and take
charge of their own destiny. Future research could explore leadership teams and
communication efforts.
Sanders and Harvey (2002) looked at school leadership teams through a
community partnership perspective. They identified factors that supported the
development and maintenance of effective school-community connections and, in doing
so, informed school-community partnership practices for other schools through their case
study. The researchers quantitatively described how one urban, high-risk elementary
school developed strong connections with community organizations as part of their
reform.
The authors framed their study in whole school reform efforts that restructure
school curriculum and decision-making procedures in high-risk schools. Theoretically
grounded in school-community relations, the researchers examined how schools are
expected to look to communities to mobilize the human and materials resources needed
for academic success.
The urban elementary school selected for their case study comprised a purposive
sample. The school is located in a high-reform district and state in the mid-Atlantic
region of the United States. The state is one of several in the country that is actively
engaged in a reform process based on the Goals 2000: Educate America Act. The act
encourages states to develop both content and performance standards in subject areas and
align all elements, such as family and community involvement, around those standards
(Mitchell, 2000). Schools that perform the lowest on the standards-based assessment are
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identified as reconstitution eligible and targeted for takeover if sufficient improvement is
not made in a designated period of time.
The district is large and urban with 87% African-American, 11% EuropeanAmerican, and 2% Asian, Hispanic, and American Indian. As part of the district's reform
effort, a board was appointed to create, develop, and implement a 5-year reform plan. The
plan, first implemented in the 1998-1999 school year, outlined five objectives for school
improvement. The five objectives were to increase achievement levels, attendance rates,
safe and orderly learning environments, levels of family support, and community
involvement. Each school was responsible for developing an individualized school
improvement plan that outlined strategies for addressing those objectives.
Sanders and Harvey (2002) selected this urban elementary school for the case
study because the school and district are both members of the National Network of
Partnership Schools (NNPS). The NNPS provides theory-driven and research-based
assistance, support, and training to schools, districts, and states that are committed to
building permanent school, family, and community partnership programs. Membership is
free and each member agrees to use an Action Team for Partnerships, which is composed
of the principal, teachers, and family and community representatives. This framework
follows six types of involvement: parenting, communicating, volunteering, learning at
home, decision making, and collaborating with community (Epstein, 1997).
The school selected for the study was one of 183 public schools serving 103,000
students in a city of approximately 600,000 residents. The school had approximately 360
students in grades kindergarten through five. The entire student population was African
American. In 1999, about 10% of the students received special education services, and
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79% received free or reduced-price meals. The school's daily attendance rate is high.
Since 1994, the school's attendance rate surpassed the state's satisfactory standard of
94%. Since 1995, the school had consistently achieved a higher composite score on the
exam than any other schools in the district, yet the school has fewer than 50% of its
students meeting the state's satisfactory standard of 70% (Maryland State Department of
Education, 1999).
The case school was selected by using a three-stage process. First, the district's
facilitators for partnerships identified exemplary schools that had effective partnership
programs with high levels of family involvement and strong community linkages. Seven
schools were identified and their 1998-1999 Action Plan for School, Family, and
Partnerships were then reviewed by the research team to identify the types of partnerships
that were engaged. Next, the research team contacted action team chairpersons by phone
to verify information and to schedule times for in-depth telephone interviews. Final
interviews lasted approximately forty minutes, were semi-structured, and consisted of
three questions regarding the chairperson's role in coordinating the program. Follow-up
questions were asked when necessary to clarify interviewee responses.
Schools were rated based on the number and quality of their community
partnerships and the structure and effectiveness of their Action Team for Partnerships.
The school with the highest rating agreed to participate in the case study. In return for
participation, the school received $1,000 to implement partnership activities during the
1999-2000 school year.
Sanders and Harvey (2002) noted that case study methodology typically uses a
number of data collection techniques, including interviews, observations, and document
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analysis. In this particular study, the researchers drew data primarily from interview and
observation data to investigate the factors that supported community partnerships at the
case school. The chair of the Action Team for Partnerships and the principal provided the
researchers with a list of the school's active community partners, along with contact
information. Each of the ten partners identified was contacted to verify his or her
connection with the case school and to schedule an interview to discuss the partnership.
All partners participated in the interview. Interviews took place at the partner
school, and in one instance, at the home of the community partner. The interviews
were conducted by one or both of the authors. Interviews lasted anywhere from one to
two hours in length. All interviews were tape recorded and transcribed for analysis.
Researchers began the interviews in May 1999 and continued through July 1999. The
authors conducted semi-structured interviews and followed a protocol developed to elicit
information about how the partnership was initiated, why the community partner
connected with the school, how the partnership developed over time, whether the
partnership had achieved its desired goal(s), and the community partner's level of
satisfaction with the partnership. All interviews obtained this central information;
however, researchers encouraged participants to explore other related issues not
addressed in the interview protocol.
The researchers also interviewed students, parents, the principal, and teachers.
There were two classes for each of the three grade levels in the school, with 22 to 25
students in each class. The authors randomly selected every eighth child from the class
lists to form a student focus group. There were sixteen students selected collectively. Ten
of the sixteen students returned their signed permission slips to participate in the
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interview by the assigned due date and were given a pizza party at the end of the study
for their participation.
An interview protocol ensured that similar questions were asked in each group,
but as before, participants were encouraged to discuss related topics of interest that were
not directly addressed by the protocol. The interview protocol was created to determine if
students were aware of the community partnership activities and whether the school's
involvement had any tangible benefits for students. Students were asked how well they
liked the school, what they liked most, what before or after school activities they were
involved in, what aspects of the school that needed the most improvement, and how they
were supported as learners. Each focus group lasted approximately one hour and was tape
recorded and transcribed for analysis.
Sanders and Harvey (2002) offered to interview the parents of the ten students
from the focus groups. The researchers wanted to determine the extent to which parents
were knowledgeable about the community partnerships and whether the partnerships had
tangible benefits for their children. Parents were offered a $50 food voucher to a local
grocery store in return for their participation. Only three mothers, one from each grade,
agreed to be interviewed before the scheduled deadline. Two were interviewed in an
empty staff office at the school and one was interviewed by telephone.
The interviews were also semi-structured in design. They followed a protocol
designed to gather information about parents' general impression of the school, the
activities in which their children were engaged, and their general knowledge about the
school's activities and community partnerships. Interviews held at the school were tape
recorded and transcribed. One interview lasted 40 minutes and the other one lasted 90
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minutes. The telephone interview lasted approximately 30 minutes and the researcher
took extensive notes during the interview and analyzed these along with the transcribed
data.
The researchers first interviewed the principal in May of 1999. The interview was
semi-structured and based on a protocol designed to elicit information regarding his
approach to school-community partnerships, his definition of community, his vision for
the school and students, and factors regarding the support from the district and
community collaboration. The interview lasted one hour and was tape recorded and
transcribed for later analysis. A second interview was held with the principal in August
1999, before his departure for a district-level position. This interview lasted one hour.
The interview was also semi-structured and followed a protocol which was designed to
elicit information about the develnnment and maintenance of the nartncrshins and how he
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and the assistant principal, soon to be new principal, had worked to ensure their
continuation.
In September 1999, the researchers interviewed the new principal. The
interview lasted 90 minutes and included questions from both previous principal
interview protocols. The interview was tape recorded and transcribed. Researchers
supplemented this interview with informal talks with the principal during the several
school visits made during the case study.
Semi-structured interviews were also conducted with the two co-chairs of the
school's Action Team for Partnerships. One teacher taught kindergarten and the other
taught third grade. Each teacher was interviewed separately. One was interviewed in her
classroom during her planning period, while the other was interviewed in the teachers'
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lounge. The interviews followed a protocol designed to elicit detailed information about
their activities and responsibilities as co-chairs of the Action Team for Partnerships, their
approach to identifying and pursuing community partnerships, and their greatest
accomplishments, obstacles, and supports in doing so. Each interview lasted
approximately 40 minutes. Interviews were tape recorded and transcribed for analysis. In
addition to the transcribed data from the semi-structured interviews, researchers also
observed activities sponsored or supported by the school's community partners.
In this case study, interviews were transcribed and, along with field observations,
analyzed using Atlas, ti, a software program specifically designed for the analysis of
qualitative data to identify factors that influenced the development of the case school's
community partnerships. Researchers used iterative data analysis, which consisted of
examiningO all of the qualitative
data fnr nronositions.
categories, natterns. connections,
1.
r
r "
'A

and themes (Seidman, 1991). This process required the researchers to continually move
between the community involvement literature, data collected from various participants,
and their field notes and observations.
Four factors central to the school's successful connections with its community
partners emerged from the process. The factors were: (a) the school's commitment to
learning; (b) the principal's support and vision for community involvement; (c) the
school's receptivity and openness to community involvement; and (d) the school's
willingness to engage in two-way communication with potential community partners
about their level and kind of involvement. These factors were linked to the principal's
actions as school leader.
The authors suggest through their case study that communities play a vital role
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in the school improvement process. Schools need guidance and support to create
appropriate contexts for partnerships. Principals need assistance in understanding the
benefits of effective school-community collaborations. Principals need support in
identifying potential partners for collaboration and collaborative activities and in
creating environments that encourage such collaborations. Future research could examine
the relationship between school-community involvement and schools that are successful
in educating minority children.
Chrispeels and Martin (2002) explored four middle school teams, participating in a
three-year training through the California School Leadership Team Professional
Development Program. Leadership teams began to understand their role as part of the
larger professional learning community and culture of their schools. The researchers
examined the roles and responsibilities of the school leadership teams and explored how
perceptions of their place in the organization influenced their roles. The authors also
examined the types of actions the teams could take in support of student achievement and
in the overall organizational structure of the school.
Framed in the context of a social system, researchers explored the work of the
teams during a period of change. Researchers were guided by four research questions:
1. How did the teams situate themselves in the overall organizational structure of
the schools?
2. What actions did the four middle school teams take to enhance instruction and
build professional community?
3. What cultural and political factors supported or constrained the roles teams
were able to negotiate and construct?
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4. How did the leadership teams use the expert knowledge they acquired at the
training as a source of power and influence to achieve their goals?
These questions were important to investigate because leadership teams can have
a positive effect on student outcomes (Leithwood & Menzies, 1998; Odden &
Wohlstetter, 1995; Smylie et al., 1996). Particularly important was the need to explore
the interactional relationships among systemic reform initiatives, organizational structure,
strategies and culture, and micropolitics, which enable a school leadership team to guide
the school in improving instruction (Chrispeels & Martin, 2002).
Researchers theoretically posed an integrative framework as a way of looking at
the social phenomena of schools using a "systemic structural perspective" (Altrichter &
Elliott, 2000), in combination with micropolitical analysis (Mawhinney, 1999; Wallace,
2000). The authors drew on concepts from systems theory and a structural perspective of
organizations (Clegg & Hardy, 1996; Hanna, 1997; Scott, 1992; Senge, 1990) and
micropolitics (Ball, 1987; Blase, 1990; Blase & Anderson, 1995). Integrating those
perspectives offered an opportunity to gain insights into ways school leadership teams
lead their schools in the reform process since reforms tend to politicize schools and
threaten existing roles, relationships, power, and resources (Chrispeels & Martin, 2002).
The researchers purposefully selected the school leadership teams (SLTs) from
four middle schools, which were representative of middle school teams participating in
the SLT program and were perceived by the California School Leadership Academy
(CSLA) directors to be moving forward in implementing the program outcomes. The four
school teams represented three geographical areas of California and three school districts.
One team was from Northern California, one was from Central California, and two were
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from Southern California, in the same school district. Three of the schools were located
in large urban areas with approximately 1,000 ethnically diverse students. One school
was located in a small suburban community with approximately 650 students who were
equally divided between Hispanic and European American.
Over a three-year period, the research team collected quantitative survey data and
qualitative data from the school teams. Interviews, observations, and video data were
collected from two of the teams' training sessions. In this study, the authors presented
qualitative data regarding the roles of the teams at their schools and the activities they
undertook to fulfill those roles. Sixty-one semi-structured interviews were conducted in
the fall of 1996, spring of 1997, and winter of 1998. All interviews were open-ended and
lasted between thirty to sixty minutes in length. The interviews were tape recorded and
transcribed. In addition, organizational charts were collected from each team.
Researchers argued that the influence of training enabled teams to assume four
roles: communicators, staff developers, problem-solvers, and leaders of change. Research
findings suggested that teams and educational leaders need to recognize the influence that
existing organizational structures have on teams and the actions they are able to take.
Results indicated that knowledge of the organizational structure as well as micropolitical
dynamics can serve as leverage points for constructing their roles and initiating change.
In all four teams, organizational learning became an important criterion for establishing
their roles.
This study presented many implications. First, establishing an SLT can be a
catalyst for changing power and authority relations. Second, to maximize the authority
and potential for impact, a new SLT needs knowledge of the existing organizational
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structures, rules, and relationships and an understanding of how to negotiate a place
within the system. Third, teams need to explore lines of communication and power
relations among groups and to identify relationships and norms that may facilitate or
constrain their assumption of leadership roles. Fourth, there can be no set formula for
understanding how a new structure will be situated within the school. Fifth, it takes time
to institute changes in relations and behavior patterns, as well as changes in
organizational structures. Finally, the study pointed to the difficulty of organizational
learning and SLT development. This study confirmed Hart's (1994) conclusion that
"during periods of change, roles and social systems may exert a powerful influence,
particularly as coalitions are being formed and a new interpretation of reality is
emerging" (p. 494). Future research might investigate organizational learning and role
changes for leadership teams.
Summary
Given the observed significance of teacher and parent involvement in improving
student achievement, some national, state and local reform initiatives necessitate
collaborative leadership teams (Chrispeels et al., 2000). Klecker, Austin, and Burns
(2000), Chrispeels, Castillo, and Martin (2000), and Chrispeels and Martin (2002)
examined school leadership teams and explored the relationship among factors that
influenced the teams, decisions they made, and their predictive value. The research
teams determined leadership communities needed more training, in particular problemsolving strategies for working with one another.
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Cardno (1998a, 1998b, 2002) explored the effectiveness of teamwork in school
management teams. The authors found when teams were expected to participate in
effective decision-making, valuable opportunities were often lost due to the lack of
experience conditions. The researcher concluded teams needed to improve
communication and development.
Sanders and Harvey (2002) viewed leadership teams through a community
partnership perspective. The authors identified factors that supported the development
and maintenance of community partnerships. They maintained such factors were linked
to the principal's actions as school leader.
This section contributes to the understanding of the relationships among a variety
of factors that contribute to a professional learning community's focus on teaching and
learning. Teams must develop skills to work effectively and successfully with others. In
the next section of this chapter, the researcher reviews literature on student achievement.
Student Achievement
Responsibility for school improvement through higher standards and assessments
for all students is the essential core of state policies. The No Child Left Behind Act of
2001 (Public Law 107-110) sets demanding accountability standards for schools, school
districts, and states, including new state testing requirements designed to improve
education. States must categorize adequate yearly progress (AYP) objectives and
disaggregate test results for all students and subgroups of students based on
socioeconomic status, race and ethnicity, English language proficiency, and disability.
Furthermore, the law mandates that 100% of all students must score at the proficient level
on state tests by the year 2014. In addition, the No Child Left Behind Act requires states to
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participate every other year in the National Assessment of Educational Progress (NAEP)
in reading and mathematics.
It is well documented in the research and policy literature that young children
from low socio-economic homes often begin school significantly lower in scholastic
skills than their more affluent peers. This unfortunate reality places them at a much
greater risk for school failure. Despite extensive concern about these national trends,
there have been sparse efforts to study the school-related efforts of at-risk children.
Researchers know very little about the learning processes responsible for low school
readiness and student achievement profiles for these children.
Past investigations examined the possibility that poor achievement among at-risk
children may stem from motivational factors (Alexander & Entwistle, 1988). To the
extent that young, at-risk students experience lower levels of family and community
support for school success, and to the extent that they experience more academic failures
than their more advantaged peers, it would stand to reason that these children may also
have lower self-efficacy levels and harbor more negative attitudes for school (Brown &
Walberg, 1993). These factors could lead to poor motivation during the early school
years.
Parents, educators, business people, politicians, and the general public have
shown great concern about poor performance by U.S. students on international
comparisons of achievement. Many members of those same groups have also grown
concerned about the effects of students' motivational states on how well they score on
tests. Since achievement scores do not affect grades and the scores are not immediately
known, some have wondered if motivation could be part of the solution.
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Brown and Walberg (1993) proposed to determine the effects of experimentally
manipulating motivational conditions on elementary students' mathematical scores. To
show an independent effect of motivation on achievement, an experiment needed to be
done. The purpose of their study assigned randomized students to conditions of different
degrees of elicited motivation.
The subjects for their study included students from three kindergarten through
grade eight public schools in Chicago, comprised mostly of lower-middle, working class
Hispanic and African American students. Four hundred and six heterogeneously grouped
students in grades three, four, six, seven, and eight were assigned randomly to two
conditions: ordinary standardized-test instructions (control group) and special instructions
(experimental group).
In the experimental group students were asked to perform as well as possible on
the exam for themselves, their parents, and their teachers. The researchers used Form 7 of
the Mathematics Concepts subtest of the Iowa Test of Basic Skills (ITBS) 1978 edition,
Levels 9-14, for reliability. The authors randomly selected pairs of classes at each grade
level from each school for experimental and control conditions by the flip of a coin
(Brown & Walberg, 1993).
Teachers met with the researchers and were given scripts to read immediately
prior to testing the students. The control group read the common script that came with the
ITBS. The experimental group read the script created by the research team. The
experimental script was motivational and inspiring to the students. Following the
administration of the test, teachers and the researchers asked students for their reactions
to the script that was read to them.
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Researchers used an analysis of variance (ANOVA) to test the effects of the
experimental and normal conditions, the differences among the three schools and five
grades, between boys and girls, and the interactions among the factors. The ANOVA
showed a significant effect of the experimental condition, a significant effect of school,
and an interaction between condition and school. The special condition raised the typical
student's score in the experimental group .303 standard deviation units, corresponding to
a 12 percentile point gain from the 50th to the 62nd percentile. Though the motivational
effect remained constant across grade levels and for boys and girls, it differed among
schools.
The researchers did not explain why the students in grade five were not used. The
sample classes were chosen randomly by the flip of a coin, rather than individual
students. Such differences may have depended upon test taking attitudes of teachers and
students in the schools, motivational and cultural differences in the student populations,
variations in conditions of administration, and numerous other factors.
The results showed that motivation could make substantial differences in test
scores. Further research could include a more controlled atmosphere where tests are
administered to both experimental and control groups in a more consistent manner.
Subsequently, Brent and DiObilda (1993) followed the advice of Brown and
Walberg (1993) and compared the grade two scores on achievement tests between
students who experienced a direct instruction model of curriculum alignment versus
students who experienced a traditional basal program in two urban American elementary
schools in Camden, New Jersey. The city of Camden had just received a grant to
implement a direct instruction model in one of its elementary schools. Theoretically
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grounded as an evaluation study measured quantitatively, the study assessed the effects of
student mobility and stability on achievement. Additionally, the authors examined
interactions between the instructional program and student mobility.
The authors chose two urban elementary schools, which were one mile apart. One
school served as the experimental group (direct instruction) and the other served as the
control group (traditional basal). The researchers used a 2 X 2 (Program: Direct
Instruction v. Traditional Instruction X Mobility: Mobile Students v. Stable Students)
analysis of variance to analyze each total score and its component sub scores. Normal
curve equivalent scores were analyzed and means were converted to percentile ranks. The
sample (N= 189) comprised a purposive sample, which constituted a cohort that had
experienced at least two full years of instruction in their respective programs.
Students in the experimental group received direct instruction. Students in the
control group received instruction through basal series intended for their grade levels.
Ability grouping for reading occurred in both situations. In April, all of the students
participated in the Comprehensive Test of Basic Skills (CTBS). Since the scores from
that test could contain a systematic bias that might artificially raise the performance of all
students and permit only generalizations to similarly aligned programs, the researchers
also administered the Metropolitan Achievement Test Survey Battery (MAT).
The researchers only administered the MAT to stable students, or those
continuously enrolled in the program for at least two years. Results indicated that the
direct instruction programs were as effective as the traditional programs aligned with a
specific standardized test. The MAT indicated that for stable students only, the direct
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instruction program in mathematics led to significantly greater achievement in total
mathematics, computation, and mathematics concepts.
The CTBS results indicated the negative effect of student mobility on student .
achievement, especially in the area of reading. The results of this study strongly
suggested mobility as one major reason for lower achievement among urban children of
low socio-economic status.
Culture has been featured mainly in minority educational research, policies, and
intervention in the United States since the early 1960s. This began when minority
children were labeled culturally deprived. Ethnic minorities rejected this explanation by
the mid 1960s. Minority groups and anthropologists argued that minority children failed
because the school systems failed to teach them in their own languages and cultures.
Cultural conflicts in teaching and learning were responsible for school failure in minority
children (Philips, 1976). Studies that paved the way into the mid 1990s required a new
definition of the term minority group. As a result, that definition alone created two
contrasting educational responses, the core curriculum educational movement and the
multicultural educational movement.
In 1995, John Ogbu described minorities as students who make sociocultural
adaptations in U.S. society through their educational orientations and strategies. Ogbu
explicated the theoretical background and case studies of cultural deficiency for the
African American achievement gap. In the first part of his essay he discussed how culture
affected minority school adjustment and academic performance and its influence on
social mobility. Ogbu (1995) proposed in his first section a cultural framework as a new
level for analysis of the cultural problems that confronted minority students at school.
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The author argued that cultural diversity and multicultural education served only part of
the answer to the cultural problems minority students faced.
The researcher explained four important reasons for his study. First, the author
argued with public school officials that raising minority children's academic performance
had fallen behind the competing priorities of social integration, citizenship, and selfesteem. Second, the researcher suggested that schools needed to study the cultures of the
minorities that specified the cultural problems they faced. Third, the author stressed the
importance the cultural frame of reference raised in the discussion of minority education
and culture. Finally, the researcher emphasized the importance of minority adaptation for
successful school experience.
In the first part of his essay, Ogbu (1995) considered three problems with the then
current explanations of and solutions to the academic problems of minority children.
First, research was not comparative in that it ignored the successes of some minorities
who were not taught in their own cultures and languages. Second, some cultural values,
orientations, and practices among minorities existed that did not lend themselves to
academic striving and success. Third, explanations did not acknowledge present and
future participation of minorities in competitive national and global technology;
therefore, economies did not depend upon minority cultural values, cultural practices,
and/or languages.
Comparative research indicated some minorities performed well in school,
whereas other minorities who faced similar cultural and language differences did not.
Ogbu (1995) clarified why and how cultural differences affected minority education by
explaining the meanings of culture, cultural differences, cultural frame of reference, and
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minority status in the United States. Ogbu described culture as a ". . . framework within
which members of a population see the world around them, interpret events in that world,
behave according to acceptable standards, and react to their perceived reality" (p. 192).
According to Ogbu (1995), cultures differ at two levels. They first differ in
customary ways of behaving, assumptions, objects, institutions, and social structure.
Second, they differ in frames of reference. The researcher noted children in every
population successfully learn their culture, language, and behaviors. The author noted
that cultural frame of reference referred to the expected or ideal way people should
behave within a given culture. When people from different populations come into
continuous interaction with one another, their cultural frame of reference may be similar,
different, or oppositional. Ogbu explained that this idea helped to determine people's
abilities to cross cultural boundaries. The researcher warned us that oppositional
differences occur when subordinate groups face status issues.
Ogbu (1995) explained the existence of two opposing cultural frames of reference
from the viewpoint of the subordinate group: (a) appropriate for the dominant group but
not for the subordinate group, or (b) appropriate for the subordinate group but not for the
dominant group. The researcher noted comparative research suggested voluntary
minorities were more successful than involuntary minorities in crossing cultural
boundaries. Ogbu described voluntary minorities as ".. . people who have moved to the
U.S. more or less voluntarily because they believe that this move will result in more
economic well-being, better overall opportunities, and/or greater political freedom" (p.
202). The author listed Chinese-Americans, Japanese-Americans, and West Indians as
examples of voluntary minorities. The researcher described involuntary minorities as
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people who were brought into the U.S. against their will, either through slavery,
conquest, or colonization. Examples of involuntary minorities include AfricanAmericans, Native-Americans, Native Hawaiians, and Puerto Ricans.
The U.S. expected all immigrant minorities to attain upward social mobility by
behaving according to the cultural frame of reference of the dominant White, EuropeanAmerican in school and in the workplace (Ogbu, 1995). Comparative research suggested
voluntary minorities were more successful than involuntary minorities in solving the
cultural and language problems of cross cultural boundaries.
In the second part of his essay, Obgu (1995) examined folk theories or notions of
how to get ahead in the United States and the role education played in getting them there.
The researcher looked at socio-cultural adaptations as minorities to U.S. society and their
educational orientations and strategies. The researcher referred to these factors as
community forces, as they represented ideas and skills that accompanied minority
children to school and influenced their school adjustment and performance.
Ogbu (1995) demonstrated this point through two case studies, one of an
involuntary (non-immigrant) African-American minority group that did not recognize
cultural barriers and one of a voluntary (immigrant) Chinese-American minority group
that did. The researcher conducted a two-year ethnography grounded in socio-cultural
anthropology on African-Americans, Chinese-Americans, and Mexican-Americans in
Oakland, California in 1988. The sample consisted of sixteen different schools. Ogbu
collected data through participant observation, formal and informal interviews, case
studies, excerpts from documents, surveys, and school records. The assistive research
team consisted of African-Americans, Chinese-Americans, and Mexican- Americans.
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The research staff conducted ethnographic interviews in communities, neighborhoods,
and schools attended by children of those communities. The research team used coding
and constant comparative analysis for data analysis.
The author distinguished six different cultural and language problems that both
voluntary and involuntary minorities encountered in school: (a) cross-cultural
misunderstanding, (b) language and communication barriers, (c) differences in
conceptual knowledge, (d) differences in teaching and learning styles, (e) cultural
hegemony, domination, and (f) differences in cultural frames of reference.
The researcher explained that though the two different minorities encountered
similar cultural and language problems at school, they each interpreted and responded to
the problems differently. The author argued that schools should reconsider ways in which
culture affects minority school adjustment and academic performance. Ogbu suggested
that minorities which recognized cultural differences as barriers were more successful
while crossing cultural boundaries. The author noted that voluntary students need
programs that help them acquire the knowledge of culture and language in schools. Ogbu
added involuntary students need programs, which help them approach the learning of
school cultural practices and language as an additive process.
Likewise, Grant and Breese (1997) explored the individual college experiences of
23 African-American students to determine if the concept of marginality could offer a
more holistic understanding of the larger, substantive phenomenon. The core of their
investigation involved the individual's reaction to the conditions of marginality, or
nonconformity, and its implications for successful adaptation and functioning in society.
The resulting model (Fordham & Ogbu, 1986) assumed that the person subjected to the
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conditions of marginality would develop a reaction to those conditions, provoked by the
assorted elements of the conditions, which shape his or her performance in a given area.
The model also proposed a range of reactions to and interpretations of marginality, where
each exhibited a differential effect on the individual's behavior.
When first conceptualized, the model theorized the production of one personality
type. More recent research exposed several possible reactions to the conditions of
marginality. The following reactions served as the starting point for the researchers'
investigation: Affected (self-conscious), Emulative (denial), Defiant (hostile), Emissarial
(interpreter), Withdrawn (rejection), and Balanced (normal).
Grant and Breese (1997) framed their study on the formulation of four
assumptions. First, social structure can stimulate marginality by generating gaps in access
to social resources and opportunities. Second, marginality tightens complete involvement
within a social realm. Third, tightened involvement within a social realm produces social
psychological effects. Fourth, social psychological effects to marginality influence
actions.
The theory of marginality suggested that developmental processes for crossing
cultural boundaries differed for all members of society (Grant & Breese, 1997; Ogbu,
1995). Successful negotiations of those stages provided implications for self-esteem and
academic functioning. The researchers' notion of marginality allowed for contradictions
and emphasized the interpretations of individual meaning for each student.
Grant and Breese (1997) obtained data by interviewing twenty-three students
using a set series of questions. The chronological order of their interviews reflected the
process of deciding, entering, and sustaining participation in a college program. The
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researchers included questions with both institutional and individual factors in each topic.
Each focused interview averaged two hours in length. The researchers used selective
sampling as a calculated decision for specific types of respondents. This decision was
made according to a preconceived set of dimensions. Researchers also modified sampling
procedures from grounded theory in theoretical sampling. Theoretical sampling dictated
that the researchers constantly scrutinized data collected in search of areas not covered in
the initial phase of sample selection. The researchers used the constant comparative
method for analyzing data and followed each case with quotes from the respondents to
support conclusions.
The research team concluded that refocusing marginality theory in their study
infused the concept of self-identity with a sociological dimension. Data from their study
substantiated the existence of a variety of constructed meanings of marginality that could
affect an individual's successful participation in collegiate endeavors. Those in the
"Withdrawn" category produced a detrimental effect on college participation. Those in
the "Emissarial" category served as a beneficial force. Ultimately, Grant and Breese sided
with Ogbu (1995) and concluded that individual's own construction of meaning served as
a critical determinant of how they experienced and processed the conditions of
marginality. Future research should inquire when and how reactions to the conditions of
marginality affect an individual's participation in a particular activity and reaction
conditions of marginality on individual participation.
In 2000, Ginwright examined the interaction of social class and racial identity in
urban school reform in a low socio-economic high school in Oakland, California. The
author challenged the sole use of racial and cultural identities as the purpose for
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improving the educational outcomes of youth in urban communities. Ginwright noted that
educational theorists viewed racial groups, such as urban youth primarily by their racial
composition, discounting other potential elements in their identities. The researcher
argued that urban reform also needed to consider poverty and racial isolation into the
context of urban life where the politics of race and class more often comprise the
communities. Often student needs far outweigh the insufficient resources available to
them (Ginwright, 2000; Grant & Breese, 1997; Ogbu, 1995).
The author framed his study on McCarthy's notion of parallelism (McCarthy,
1995). McCarthy carefully explained the ways in which race, class, and gender revealed
the complexity of identity formation through interaction. Identity as it related to poor,
urban, working-class communities and schools resisted isolation from the efforts of
which it emerged. This multidimensional approach into the ways in which urban
communities reacted to oppression through the often-unacknowledged force, spirit, and
struggle that emerged from isolation provided understanding to his study.
The researcher drew his methodology from previous works where the economy,
social movements, and/or culture affected everyday lives of urban African-Americans
(Anderson, 1989; Glasgow, 1981). Ginwright (2000) incorporated two primary sources of
evidence for his case study: (a) periodicals, newsletters, official school documents, and
the initiative's literature and (b) informal interviews of students, teachers, parents, and
community members involved in the initiative. The researcher conducted interviews for
his study. Forty-two respondents provided three types of information: (a) faculty who
initiated the Afro-centric transformation, (b) residents who possessed knowledge of
political, economic, and social changes in Oakland over the then past 10 years, and (c)
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youth who resided in low-income communities and attended McClymonds High School
at some point during the transformation process.
The teachers and staff met the project with much resistance and the surrounding
community provided little support to the school's effort in changing. At the end of the
four-year reform, the school showed very little academic improvement. Grade point
averages in college prep classes had decreased, suspension rate had increased, and the
dropout rate had nearly doubled during the course of the initiative.
Ginwright's multidimensional approach strongly paralleled the previous works of
Ogbu (1995) and Grant and Breese (1997) in that he explicated the ways in which race,
class, and gender revealed the complexity of identity formation through interaction.
Further research might explore more in depth ways in which African-American, middleclass educators and policymakers simultaneously present both opportunities and barriers
in improving urban schools. Additional future research might also explore the ways in
which social class and racial politics within African-American communities influence
local political arenas.
In a different approach, Leithwood and Jantzi (2000) proposed to explore the
relative effects of principal and teacher leadership on student engagement with school
through a quantitative replication study. The framework for their study believed that the
influences of all forms of school leadership were arbitrated by the following school
conditions: (a) purposes and goals, (b) school planning, (c) organizational culture, (d)
structure and organization, (e) information collection and decision-making. In addition,
the researchers also believed influences on school leadership were arbitrated by the
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following classroom conditions: (a) instructional services and (b) policies and
procedures.
The subjects of this study were (N= 1,818) elementary teachers and (N = 6,490)
students from a large Canadian school district. The researchers asked the teachers to
respond to one of two forms from the Organizational Conditions and School Leadership
Survey. The authors administered the Student Engagement and Family Educational
Culture Survey to all students who were in the highest grade of each school in the district.
Researchers measured the five different school conditions and the two different
classroom conditions, along with the extent to which people considered leadership
provided in different roles within the teacher sample. The dependent variable for their
study was student engagement with school measured by: (a) student participation in
school activities, (b) student identification with school, and (c) students' perceptions of
their family educational culture. Educational culture was used as the independent variable
instead of the more commonly used socio-economic status. The research team used SPSS
software to aggregate individual responses by school and then calculated means, standard
deviations, and reliability coefficients for all scales that measured variables. Leithwood
and Jantzi (2000) then used the LISREL 8 analysis of covariance structure approach to
trail analysis and maximize likelihood estimates.
The school district would not permit the collection of information that might link
teacher and student data; therefore, the researchers were unable to conclude potentially
significant data that would show variation across classrooms within schools. The
researchers concluded from the study that principal leadership had weak but significant
indirect effects of student identification but not participation. They also noted that
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findings from the study indicated that teacher leadership had no significant total effects
on either form of engagement. The researchers found that family educational culture had
the strongest relationship with student engagement on participation and identification.
This study revealed the dissatisfying findings that principals and teachers have
very little relative effect on student engagement with school. The researchers were
careful to explain that these relatively small effects should not be dismissed as they do
contribute to a collection of variables which impact student engagement.
In contrast to previous research (Brown & Walberg, 1993), Oldfather (2002) did
not include measurement of motivation or achievement. Instead, she represented the
understanding of students' experiences as fully and fairly as possible and reported their
portraits of their worlds. Oldfather rendered an interpretive case study which offered
insights about students who were not primarily motivated in literacy tasks. Student
thoughts and feelings provided ways in which some students became intrinsically
interested. The author framed her study with Vygotskian theoretical views, which
emphasized the interactive processes among learners within the social context of learning
and the role of more knowledgeable others in facilitating learning.
Oldfather (2002) conducted her study in a split-grade, fifth- and sixth-grade whole
language elementary classroom in California over an eight-month period. The school
served a diverse community with approximately 30% minority students, which included
African-American, Mexican-American, and European-American children. The setting
appropriated students highly engaged in literacy learning. Fourteen students comprised a
purposive sample including eight males and six females, which represented a diversity of
gender, degrees of internal versus external motivational orientation, and achievement
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levels. The classroom teacher provided an assessment of motivational orientation based
on professional judgment. The researcher engaged the students as co-researchers.
Students provided insights about subsequent evolving questions for inquiry. The students
also provided elaboration and verification of data through follow-up interviews. The
author conducted 48 classroom observations that included 41 in-depth interviews.
Two experienced qualitative researchers conducted random validity checks on the
coding of field notes. The researcher posed open-ended questions to ground findings
from the data gathered. This method provided "emic" understanding of the context. Emic
refers to the subjective "insider" views of the subjects. The researcher used the constant
comparative method of data analysis to provide a feedback loop to shape the
methodological and analytical facets of the study. In addition, the author conducted
theoretical sampling to check the perceptions of each student about categories that were
emerging from the study. Themes that emerged were coded on index cards and
inductively generated.
Analysis of student responses revealed three different patterns of engagement: (a)
cases of evolving positive motivation, (b) cases of negative motivation, and (c) cases of
non-motivation. Students were in full agreement in relation to two areas. First, all of the
students occasionally experienced lack of motivation. Second, students showed interest
and involvement, rather than boredom or un-involvement in their reading and writing.
The researcher provided practical steps educators could do in support of students
struggling with motivational problems in literacy learning. Future research could delve
into the specific factors, which cause non-motivation for at-risk students.
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Schmidt, Gillen, Zollo, and Stone (2002) examined ways in which students with
literacy learning needs responded to inquiry learning in science. Grounded on the
constructivist approach, the authors observed as students approached learning through
experimentation, problem solving, and discovery learning. Students served as active
learners connecting with their own environments and formulating high-level questions.
Both before and during implementation, teachers considered students' prior knowledge
acquired from home, family, school, and other social experiences that defined their
environment. As teachers anticipated specific answers based on units of study, students
responded not only with answers, but also with information that extended beyond what
the curriculum required. This act generated questions for further study.
The study consisted of one, urban, U.S. elementary school designated as a
Research and Demonstration School under a statewide systemic initiative. Schmidt et al.
(2002) used symbolic interactionism as the theoretical framework for their qualitative
case study. Symbolic interactionism states the belief that objects, people, situations, and
experiences give meaning through interpretation and constant social interaction.
Six students comprised a purposive sample of the sixty students who compiled the
three second-grade classrooms. Two female and four male students made up the sample.
Of the six students, four were labeled as learning disabled and two were developmentally
delayed. Three of the students were African American and three were European
American. The research team consisted of three second-grade teachers from the school,
three college professors, three preservice teachers, and the district math supervisor who
also served in the capacity of statewide systemic coordinator.
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According to Schmidt et al. (2002), researchers collected and analyzed descriptive
data over a nine-week period during the science unit on insects. Before the study began,
researchers received training by a qualitative educational researcher from the college.
They explored the roles of participant observers, practiced recording field notes and
descriptive journal entries, and scrutinized videotaped classroom lessons.
Researchers analyzed data throughout the study using constant comparative
methodology. As a result, the team determined that the data patterns formed the
following preliminary themes: motivation, cooperative learning, questioning behaviors,
science learning, and literacy learning. The members questioned themselves as to what
changes in behaviors took place that helped the children become successful students. The
final three themes that emerged appeared linked to the children's success and positive
responses to inquiry learning during science lessons. First, the students maintained a
sustained focus during lessons. Second, interactions with classmates became more
positive. Third, students demonstrated clear oral and written understandings of the
concepts presented in the unit. The findings suggested that the children not only learned
scientific concepts, but also practiced language arts for literacy development. Their study
contributed to the understanding of the link between scientific inquiry and literacy
learning as it related to diverse learners. Future research could include the effects of best
practices through the inclusion of standards-based instruction on minority, or at-risk
students.
Reyes and Fletcher (2003) closely matched the works of Schmidt et al. (2000) in
proposing to examine successful academic programs, in particular mathematics for
migrant students. The authors framed their qualitative case study in a variety of related
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themes such as migrant education, minority education, mathematics education for
minorities, effective schools, and educational reform. Theoretically grounded in the
importance of culturally relevant teaching in educating migrant students, their study
examined the extent to which specific mathematics programs provided success with
migrant students. Additionally, the authors identified specific pedagogical and
instructional strategies that could then be implemented in other less successful schools.
Six school districts under study comprised a purposive sample. They represented
all the schools within the districts observed. Each district was selected with assistance
from the Migrant Education Office of the Texas Education Agency (TEA). Criteria for
selection required that the successful school districts attained the following minimum
rates for migrant students: 80% graduation rate, 80% promotion rate, and 94% attendance
rate. Of the six successful school districts selected for this study, four were located in
Texas, one was in Illinois, and one was in Montana. Reyes and Fletcher (2003) obtained
those rates from the Public Education Information Management System (PEIMS)
database.
Data were collected through semi-structured interviews, field notes and
observation, as well as from relevant documents provided by the schools and districts. In
their case study, the authors used inductive methods (coding of data, inter-rater
reliability, and a dialogue process that identified prevalent themes across research cases).
Reyes and Fletcher (2003) interviewed teachers in almost all grade levels and in
three different school districts in the Rio Grande Valley. Four major themes emerged as
the researchers asked teachers to describe their mathematics programs and how they
worked with migrant students: (a) the workplace culture of the school and staff was
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focused on instructional improvement; (b) the teachers and staff had respect and high
regard for all students; (c) instruction was student-centered; and (d) there was a spiraling
curriculum that emphasized constant review.
The researchers discovered at least one other lesson for significant reform from
this study. Organizational culture appeared to wield more authority on the success these
schools had with migrant students than did specific curricula or pedagogical techniques.
These findings strongly contrasted with the results Ginwright (2000) noted in the
unsuccessful school reform, which took place in Oakland, California.
Reyes and Fletcher (2003) also identified state-mandated testing in the form of the
Texas Assessment of Academic Skills (TAAS) that provided a focus for school district
priorities. This study did not describe the process by which these positive school cultures
arose within the selected districts.
Ponder, Webb, and Trawick (2003), a research team from the University of North
Carolina at Greensboro, conducted a case study at Hunter Elementary to examine and to
describe the ways that a school faculty effectively supported student achievement. Their
study was guided by four research criteria: (a) how participants defined success, (b) how
participants collaborated toward continued growth in achievement, (c) how participants
promoted success, and (d) what types of support were necessary to sustain growth.
In North Carolina, a small number of centrally located schools were designated to
"light the way" for other schools in the state that were affected by challenging
demographics. Hunter Elementary was named a Lighthouse School because it had shown
growth and steady improvement on measures included in the state's accountability
system for each of the previous three years, despite a student population characterized by
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high levels of poverty and diversity. Hunter Elementary served a population of
approximately 400 students in grades kindergarten through grade five. Ninety-one
percent of the students were members of an ethnic minority; 20% spoke a language other
than English as their first language. In addition, 85% qualified for free or reduced-price
lunch and 50% lived in a single-parent family or in a blended family that included a
stepparent (Ponder et al., 2003).
The primary participants in the case study at Hunter Elementary were the
principal and four teachers. The principal was a European-American male. There was one
first-grade teacher, an African-American female. There were two fourth-grade teachers, a
European-American female and an African-American male. There was also one fifthgrade teacher, a European-American male. The research team requested that the principal
nominate these four teachers on the following criteria: (a) they possessed qualities valued
in the school community and (b) their students achieved high passing scores on the state
wide achievement tests. Though students were not interviewed, they were observed,
along with their teacher, within classroom instructional settings. Several additional
faculty members also participated during grade-level planning meetings and focus
sessions.
Ponder et al., (2003) collected primary sources of qualitative data through
transcripts of interviews and focus group sessions as well as observations during
classroom instruction and grade-level planning sessions. Each research team interviewed
the principal and the teachers separately using a semi-structured protocol. The teachers
were observed in two authentic settings: (a) during classroom instruction and (b) meeting
with grade-level teachers during a planning session. During observations, notes were
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recorded on a template at five-minute intervals, using six guiding questions. The
researchers conducted a second interview with teachers following the classroom
observation to discuss issues relating to the lesson. Finally, artifacts were gathered in the
form of planning materials, lesson plans, curricular documents, and minutes of gradelevel meetings.
Researchers used the constant comparative method while analyzing data. During
the first phase of analysis, the researchers conducted an open coding of transcripts of
interviews and field notes of observations. The researchers then met to align their coding
categories and discuss emerging themes. In the second phase of analysis, the researchers
recoded the data and as new data were acquired; they compared that information with
previously coded data, expanded properties of categories, and developed emerging
themes. During their final phase of analysis, the authors conducted selective coding of the
data to refine their categories and to elaborate emergent themes.
To address issues of trustworthiness, the research team shared the themes of their
study with representatives from Hunter Elementary during a focus group session as a
member check. The researchers also participated in peer debriefings within their team
and with members of other teams in the Lighthouse Project. Finally, as the researchers
coded and analyzed data, they were conscious of attending to confirming as well as
discontinuing evidence in generating their findings. The researchers used negative cases
to clarify and expand their categories and themes.
Ponder, et al., (2003) named four themes that emerged from the data analysis that
described the school community: shared beliefs, common values, and instructional
practices that contributed to the success cycle for Hunter Elementary students, and a
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support cycle for its staff. The first theme explained the way the participants
conceptualized success as a two-dimensional definition. They felt successful if two
conditions were satisfied: "whole child" needs and state-mandated accountability goals.
The second theme focused on the collaboration within the school community
based on a shared definition of purpose, embodied in the school's vision. Their vision
"Together We Can" fully embodied everything they did and worked toward at Hunter
Elementary. The third theme was a shared purpose that guided instruction for the
academic improvement of all students. The school shared common beliefs that guided
instruction: communal sense of purpose, high expectations, focused curriculum,
assessment, and instruction, student engagement, success for all, and building meaningful
relationships. The fourth theme depicted the support needed from internal and external
resources to promote community collaboration and continued growth. Future research
could investigate leadership teams of effective schools to see if similar themes emerge.
Howse, Lange, Farran, and Boyles (2003) studied the roles of motivation and selfregulated task activity for early school-achievement differences among young,
economically at-risk and not at-risk children in this comparative analysis. Theoretically
grounded in academic achievement, motivation, and self-regulation, the study examined
two primary objectives. First, the researchers examined the extent to which at-risk young
children differed from their more advantaged peers on the types of motivational and selfregulation variables that may be important for early scholastic success at school. Second,
the researchers examined the relative contributions of children's motivational
propensities and self-regulation skills to early assessments of achievement test scores.
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The students (ages 5 through 8) comprised a purposive sub sample of 85 at-risk
children and 42 not at-risk children who were recruited from kindergarten and secondgrade Title I children participating in a three-year longitudinal study of at-risk children's
mastery behaviors. Lange, Farran, and Boyles (1999, 2000) examined teacher ratings of
motivational tendencies and self-regulation behaviors of two cohorts of Title I children
who ranged in grade from kindergarten through third-grade in a large metropolitan school
district in the southeastern United States that served both urban and rural families.
The children chosen for this study (n = 85) were participating in the second year
of the Lange, Farran, and Boyles (1999; 2000) three-year longitudinal study. The
researchers chose younger and older groups of at-risk students for the purpose of making
high and low-risk comparisons. The eight schools selected as the at-risk group served
low-income families and contained Title I funded pre-kindergarten programs. All
participating students in the at-risk group had scored at or below the 28th percentile on the
Developmental Indicators for the Assessment of Learning-Revised (DIAL-R) prekindergarten screening inventory and had all been enrolled in Title I. Most of the children
had also been eligible for free or reduced lunch during their kindergarten year.
Of the at-risk kindergarten students chosen for this study, 29 were AfricanAmerican, seven were European-American, and seven were Asian, Hispanic, or NativeAmerican. Thirty-five of the at-risk second-graders were African-American and seven
were European-American. At-risk students were given achievement-ability tests during
March and April of that school year.
During the fall of the following school year, researchers recruited younger and
older not-at-risk groups from one elementary school in the same school district for
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comparative purposes. The school selected served predominately middle and uppermiddle income families and did not offer the Title I pre-kindergarten program.
Researchers recruited first-grade and third-grade not-at-risk students who were similar in
age and amount of school experience as the at-risk students previously studied.
Of the not-at-risk, first-grade students, 18 were European-American and three
were African-American. Fifteen of the not-at-risk, third-grade students were EuropeanAmerican and six were African-American. (Researchers were unable to recruit
comparable percentages of African-American children in the at-risk and not-at-risk
samples due to the facts that larger portions of African-American students attended the
lower-income schools and fewer parental consent forms were returned for the AfricanAmerican children who attended the higher-income schools.) Due to those differences,
along with not-at-risk children taking the achievement-ability tests four months later than
the at-risk children, researchers included both race and age at testing as covariates in all
analyses exploring risk-group differences (Howse et al., 2003).
Data were collected through child motivation measures by using a modified
version of the Young Children's Feelings About School (FAS) instrument used in earlier
research (Stipek, Feiler, Daniels, & Milburn, 1995). Previous research found these
measures to be associated with academic achievement, children's behavior, and learning
in academic settings. Howse et al. (2003) believed it was reasonable that each of these
dimensions might significantly affect children's strivings to learn in everyday classroom
environments using a 5-point, Likert-type scale.
One FAS subscale assessed children's "Worry" about school. A second subscale
assessed children's "Perceived Competence" at school. Finally, a third subscale-assessed
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children's "Attitude" toward school. In a fourth subscale of the FAS, researchers used a
"Preference-for-Challenge" task. This task yielded two scores which reflected the degree
to which children preferred to do a numbers-task that was challenging.
Data were also collected through self-regulation measures administered to the
children. The Self-Regulation Test for Children (SRTC) was a computerized behavioral
task developed by Kuhl and Kraska (1993) to explore children's ability to resist
distractions and maintain commitments to tasks. In addition, researchers assessed
dimensions of motivation and self-regulatory behavior by asking the lead teacher in each
participating classroom to complete the COMPSCALE developed by Adler and Lange
(1997). Teachers rated the students on a 4-point, Likert-type scale on four motivation
items and five self-regulation items. Finally, researchers administered several
achievement tests to assess basic reading and math skills.
Previous research revealed that numerous measures of verbal intelligence varied
systematically with school achievement, therefore in an effort to examine relations
between predictor variables and achievement, independent of verbal vocabulary
knowledge, children's Peabody Picture Vocabulary Test III (Dunn, 1997) were co-varied
out of all achievement analyses.
Bivariate correlation analyses of the child administered motivation measures
(Stipek & Ryan, 1997) showed that the measures of motivation were unrelated to one
another (p > .05) in all but two cases. The relation between the "Challenge" and "Row
Counted" measures of preference for challenge (r = .20, p < .05), and the relation
between "Worry" and the challenge measure of "Preference for Challenge" (r = .23, p <
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.01) were the only two unrelated measures. In addition, teacher ratings of the children's
motivated behavior in the classroom were unrelated to the child-administered measures.
To control for age and race differences between at-risk and not-at-risk groups at the time
of testing, the researchers entered age (months) at testing and race as covariates in all
analyses where group differences were explored (Howse et al., 2003).
Multivariate analysis of covariance (MANCOVA) performed on the scores of
younger students revealed an overall difference between the at-risk and not-at-risk groups
on the five child motivation measures combined, F(5, 56) = 2.96, p < .02. Univariate F
tests indicated that at-risk children were more likely to express the desire to engage in a
challenging task than their not-at-risk peers, F(l, 60) = 7.09,p = .01 (ES = .05). None of
the other univariate tests were statistically significant.
The MANCOVA performed on the older children's scores on the motivation
measures did not reveal an overall group difference. Analysis of covariance (ANCOVA),
with race and age at testing as the covariates, did not yield risk-status group differences
for the younger children, F( \, 59) = .12, ns, or the older children, F( 1, 54) = 2.58 ,ns.
Bivariate correlations ranging from .65 to .87 (p = .001) showed that attentional decline
rates under the various distractor conditions were highly related.
Teacher ratings of the children's self-regulated task-engagement behaviors in the
classroom were negatively related to the children's attentional decline rates in the forced
distractor condition of the SRTC (r = -.31, p = .001) but not in the visual or AV
conditions (p > .05). The MANCOVA performed for younger children revealed an
overall difference between at-risk and not-at-risk children on the SRTC distractor
conditions combined, F(3, 58) = 6.06,p = .001.

129

The univariate ANCOVA that examined differences in scores in the SRTC-Visual
condition revealed that younger children at-risk were more affected by the visual
distractor than their more advantaged peers, F(1, 60) = 13.66, p < .001 (ES = .16).
Younger at-risk students were also more affected by the audiovisual (SRTC-AV)
distractor than the not-at-risk students, F(1, 60) = 17.69, p < .001 (ES = .23) and by the
SRTC-Forced distractor F(\, 60) = 9.28, p = .003 (ES= .20).
The MANCOVA performed for older students did not reveal group differences,
F(3, 57) = .51, ns. Researchers computed an ANCOVA to examine differences in selfregulation with age and race held constant. The difference between teacher ratings for the
two groups of younger students was not significant, F(l, 59) = .02, ns. Contrary to the
researchers' opinions, the self-regulation adjusted means for older at-risk students were
higher than the adjusted means for the older not-at-risk students, F( 1, 55) = 4.01, p ~ .05
(ES=. 22).
The MANCOVA performed on combined scores for reading, math, and
vocabulary achievement revealed an overall risk-status difference for younger students,
F(3, 59) = 9.51,p < .001. The younger not-at-risk students outperformed the younger atrisk students in all areas of the examination. A similar overall risk-status difference
emerged in the MANCOVA for older students, F{3, 58) = 8.66,p< .001. The older notat-risk students outperformed the older at-risk students in all areas of the examination,
with the exception of reading achievement. When race was held constant, there were no
group differences on reading achievement, F(l, 60) = 0.25, ns.
Due to the fact that math scores for their at-risk students were well below national
norms and differed markedly from those of their not-at-risk students, the researchers
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limited the analyses of motivation and self-regulation effects to standardized TERA and
PIAT-R reading achievement scores as the dependent variables for younger and older
students.
Initially the authors examined the contributions of motivation and self-regulation
measures to achievement for all students, regardless of risk status. Next, the researchers
conducted separate stepwise regression analyses for the younger and older cohorts of
students to examine if achievement was predicted by similar measures of motivation and
self-regulation for younger and older students (Howse et al., 2003).
Given the large number of child-report motivation variables and the small sample
size, the researchers used preliminary analyses to reduce the number of motivation
variables to be entered in the regression analyses. None of the five variables predicted
achievement scores for younger or older students. As a result, none of the childadministered motivation variables were entered into the regression analyses. Next,
researchers computed the stepwise regression analyses to examine the relative
contributions of motivation and self-regulation.
Researchers selected the variables and used the stepwise procedure to add the best
predictors and eliminate the variables that did not explain significant amounts of
variance. Researchers elected to exclude the child-administered measures of motivation
because they failed to predict achievement in the preliminary regression analyses. The
researchers chose the audiovisual condition of the SRTC as the child-administered selfregulation measure because it best resembled the types of distractors found in typical
classrooms. This resulted in a wide range of scores, with some students exhibiting decline
while others improved.
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Results for the younger children differed markedly from the older children.
Younger children's levels of vocabulary knowledge accounted for a large component of
variation in TERA reading scores. Children's behavioral tendencies to self-regulate
attention were also significant predictors of reading achievement scores. In addition,
motivational propensities, as judged by teachers, also contributed to the prediction of
reading achievement scores. These combined variables accounted for 36% of the
children's concurrent reading achievement test scores, F(3, 58) = 10.64,p< .001.
When researchers analyzed the older children's measures, only the measure on
vocabulary knowledge and the teacher-rating measure of self-regulation tendencies were
significant predictors of individual differences in concurrent reading achievement levels,
F(2, 55) = 9.27,/? < .001. To examine the possibility that motivation and self-regulation
measures predict achievement differently depending on the risk-status of students, the
researchers dummy-coded the risk group and created an interaction term by multiplying
the new risk-status variable by the motivation and self-regulation predictors. None of the
interaction terms predicted reading achievement, which suggested that motivation and
self-regulation were important correlates of achievement for both at-risk and not-at-risk
samples (Howse et al., 2003).
Individual differences in the children's attentional self-regulation were also a
significant contributor in the analysis. Combined variables accounted for 41% of the
variance of TERA reading achievement test scores, F(3, 38) = 8.38, p < .001 (Howse et
al., 2003).
Analysis conducted for older at-risk students showed that prior reading
achievement level was a strong predictor of second-grade reading comprehension after
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present vocabulary knowledge was controlled for. Neither the motivational measure nor
the self-regulation measures entered the analysis. This model accounted for 31% of the
reading achievement variance, F(2, 36) = 8.98, p < .01 (Howse et al., 2003).
Through this study, researchers found no evidence to suggest that at-risk students
were less motivated to engage in achievement-related behaviors than not-at-risk students.
This strongly contrasted with the findings of Brown and Walberg (1993). Attitudes
toward school and levels of self-perceived competence were remarkably high for both atrisk and not-at-risk groups. At-risk children reported significantly higher desires to
engage in challenging activities than not-at-risk children. Teacher ratings did not indicate
that at-risk students exhibited lower levels of motivation. The opposite was found for
older children (Howse et al., 2003). Future research could investigate why older at-risk
children exhibit lower levels of motivation and look at some of the factors that contribute
to their lack of inspiration, with a particular focus on race.
Through student outcome effects, Mac Iver, Allen, Balfanz, and Byrnes (2003)
proposed to evaluate ongoing school-wide reform at a public middle school in
Philadelphia in their longitudinal, quasi-experimental study. The authors framed their
study in comprehensive school-wide reform for the purpose of meeting the needs of
urban middle school students placed at-risk. The study design required the selection of a
comparison school that was closely matched with the reforming school. The only
difference worthy of notice was that the reforming school had 10% more AfricanAmerican students and 10% less European-American students than the comparison
school.
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The authors theoretically grounded this comparative analysis in No Child Left
Behind (NCLB). Additional attention was directed toward Adequate Yearly Progress
(AYP), at-risk students, school accountability, and the research-based reforms of
curriculum and instruction. Researchers considered professional development and
instructional coaching and school organization and climate to examine the following
research questions. To what degree were the instructional programs implemented
successfully school-wide, or were there only pockets of success? Did student
achievement show the kinds of gains needed to take students from being at-risk to being
"at-promise"?
The reforming middle school comprised a purposive sample that served a racially
mixed, low-income population with 81 % of the students being African American, 11 %
Asian, and 8% Latino, The school was formerly identified as being in need of school
support and possible reconstitution (Mac Iver et al., 2003). The school had shown an
overall drop in student test scores and had an increasing proportion of students who
scored below the basic level of performance. The district had told the school to improve
quickly or face shifting of 75% of the school staff.
In the previous school year, the staff had realized the need for improvement and
had agreed by a 90% vote on a secret ballot to begin the implementation of the Talent
Development (TD) Model of school-wide reform. The Talent Development Middle
School Model (TDMS) comprised six major components: (a) research and standardsbased instructional programs in each core subject area, (b) extra-help labs, (c) multiple
tiers of teacher support, (d) supportive learning environments, (e) ongoing
implementation feedback, and (f) leadership development through the TD network. Those
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components were created to address problems of poor quality curriculum and instruction,
insufficient professional development and coaching for teachers, and depersonalized,
unsupportive learning environments that were common in high-poverty, urban middle
schools.
At the end of each year, students at the reforming school and the comparison
school reported how often certain key practices were implemented in English or language
arts classes on an annual student survey. After four years of implementation, it was clear
that the school under study showed significant gains in the more than bi-weekly use of
those practices whereas the comparison school reported a noticeable decline.
Researchers tested fourth- and seventh-grade students in both schools in reading
comprehension over a period of four years using the Stanford 9 Achievement Test for
validity. Data indicated that all students who entered the reforming middle school
throughout the four years under study did so with reading comprehension scores
significantly lower than their peers at the comparison school.
In all cases, the achievement gap between the reforming school and the
comparison school were closed by the spring of seventh grade. Additional data provided
evidence that the reforming school continued to exceed the comparison school in eighth
grade reading achievement when the first cohort was given the Pennsylvania State
Standards Assessment (PSSA) in the spring of eighth grade by 50 scale points. PSSA
eighth-grade data were not available for the second cohort at the time this study was
reported.
Additional data indicated that students who entered into the reforming school
were also behind their peers in the comparison school in mathematics achievement. In the
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first cohort of the reforming school, the achievement gap decreased by six scale points
below the comparison school by the spring of their seventh-grade year. Cohort two of the
reforming school completely eliminated the achievement gap by eight scale points during
the spring of their seventh-grade year. Continuing with the PSSA in the springs of their
fifth- and eighth-grade years, the reforming school cohorts outperformed their peers in
the comparison school by 34 scale points.
Students who entered the reforming school had significantly lower fourth-grade
test scores in science than did their peer comparisons. The reforming school showed
significant gains over the comparative school in science achievement between fourth- and
seventh-grades in the second cohort. (This could be due at least in part to the fact that the
reforming school did not fully implement the new science program during the first year
of implementation due to insufficient funds for purchasing materials required.)
Another indicator was confirmed through additional analysis of the SAT 9 as a
means of comparing students to one another. Students tended to move from below basic
to basic or above only after one year of exposure to the new science program. In the two
years prior to TD, the two schools were equal in the percent of students promoted to the
next level. Beginning the first year of implementation, the reforming school developed a
6% advantage over the comparison school and continued to sustain and enlarge that
advantage over the following three years.
At the end of the third year of implementation, the reforming school was removed
from the district's school support list because of consistent and substantial achievement
gains on the district's accountability index.
Summary
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The role of culture in education appears vital to the success of minority children.
Teacher understanding of the relationship between culture and self-efficacy is part of the
conceptualization needed. Ogbu (1995) noted that minority students make sociocultural
adaptations in U.S. society through their educational orientations and strategies. Ogbu
also acknowledged that voluntary immigrants performed better academically than
involuntary immigrants. He suggested schools needed to study cultures to understand the
problems they face.
Grant and Breese (1997) noted that gaps in social resources and opportunities for
minorities result in psychological effects which can influence actions. Ginwright (2000)
followed the interaction of social class and racial identity in a case where an unsuccessful
reform attempted to use racial and cultural identities as the sole purpose for reform.
Leithwood and Jantzi (2000) explored the relative effects of principal and teacher
leadership on student engagement in school. The results demonstrated greater effects on
student engagement on principal as compared with teacher sources of leadership.
Schmidt, Gillen, Zollo, and Stone (2002), Reyes and Fletcher (2003), and Ponder,
Webb, and Trawick (2003) examined schools successful in teaching migrant and minority
students. The researchers noted that successful schools characterized the following
components: common workplace culture, respect for all students, and student-centered
spiraling curriculum that focused on constant review.
Brent and DiObilda (1993) studied at-risk students and found test results indicated
the negative effect of student mobility on student achievement, especially in the area of
reading. Howse et al., (2003) concluded that disadvantaged students did, without a doubt,
enter school with high levels of motivation. This was quite inconsistent with earlier
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conclusions (Alexander & Entwistle, 1988). The findings that distraction differences
were obvious in all distractor conditions suggest at-risk students may time and again
experience negative outcomes in academic tasks designed for prompting and cueing from
the teacher.
The literature in this section demonstrated that there was a great need to further
the research on the disadvantaged youth in America. Though there was no consistency in
the research literature over the degrees of high or low levels of motivation at-risk students
bring as they enter school, the authors agreed that there was a need for further research.
Brown and Walberg (1993) discovered that motivational techniques could be used to
advance student test scores. Oldfather (2002) demonstrated ways in which some students
can become more motivated in literacy learning. Further research might include the
effects on minority student achievement in relation to effective instruction through school
reform initiatives.
High-stakes testing and accountability policies are here to stay, at least in the near
future. The challenge for policy makers and practitioners is to make the system work in
ways that benefit all students and their teachers. Well-designed assessments and
accountability systems can focus attention on schools and students who need the most
help, motivate students and educators, foster the development of better curriculum and
instruction, and decentralize administration. Policy makers must recognize the limits as
well as the promise of such policies (Goertz & Duffy, 2003).
Summary
High performance leadership and management occurred in schools where school
administrators shared leadership and promoted the development of teacher leaders
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(Anderson, 2002; Clift et al., 1992; Heller & Firestone, 1995; Marks & Printy, 2003;
McDonald & Keedy, 2002; Patterson & Marshall, 2001). Findings indicated through
active collaboration in the areas of instructional matters, teaching and student
performance increased (Anderson, 2002; Clift et al., 1992; Marks & Printy, 2003).
Newmann, King, and Youngs (2000) described instructional capacity building as
". .. an organizational perspective for professional development" (p. 5). Others
associated this concept to achieving the definitive goal of helping all students reach high
standards of achievement (Spillane & Thompson, 1997; Wohlstetter et al., 1997).
Researchers agreed that in order to fulfill the mission of building capacity within our
schools, teachers and staffs must have rigorous training and professional development
(DeMeulle, 1999; Dimmock, 2002; Kyriakides et al., 2002; Laguardia et al., 2002;
Swanson et al ; 2000:
Schools that utilized professional learning communities needed specific training
in problem-solving strategies, in particular strategies to assist teams in communicating
and solving problems with one another (Cardno, 1998a; 1998b; 2002; Chrispeels et al.,
2000; Chrispeels & Martin, 2002; Klecker et al., 2000). Four factors linked to principals'
actions were: schools' commitment to learning; principals' support for community
involvement; schools' openness to community involvement; and schools' willingness to
engage in two-way communication with community members (Sanders & Harvey, 2002).
Research indicated student achievement was affected by such factors as
motivation (Brown & Walberg, 1993; Howse et al., 2003; Oldfather, 2002), culture
(Ginwright, 2000; Grant & Breese, 1997; Ogbu, 1995), and mobility (Brent & DiObilda,
1993). Schools successful in educating at-risk students were marked by a common
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workplace culture, respect for all students, child-centered pedagogy with high standards
for all students, and a spiraling curriculum with constant review (Ponder et al., 2003;
Reyes & Fletcher, 2003; Schmidt et al., 2002).
Shared decision-making "de-bureaucratized" schools through increased parent
and community involvement (Allen et al., 2003; David, 1989; Gaziel, 2002; Heck et al.,
2001; Marks & Louis, 1999; Zeichner, 1991). School councils empowered parents and
community members by providing authority, flexibility, and resources to solve
educational problems particular to their schools (Anderson, 2002; Clift et al., 1992;
Heller & Firestone, 1995; May, 1992; McDonald & Keedy, 2002; Patterson & Marshall,
2001; Prestine, 1991).
The five sections of this chapter fit together like pieces of a puzzle to form a
perfect picture of school, as it should exist. This is a picture of school guided and
operated through high performance leadership and management by way of shared
instructional leadership. This is a school that evokes instructional capacity building for
their staff through aligned instructional systems. This school establishes and utilizes
effective leadership teams through professional learning communities. This school
promotes student achievement for all students regardless of race, nationality, or ability,
through the incorporation of high academic standards and assessments. In addition, this
school understands the importance and benefits of parent and community involvement.
Kentucky's failure to meet the needs of all students has lead many public schools
to adopt Comprehensive School Reform (CSR) models. A recently published U.S.
Government directory reflects the diversity of such reform models that are now approved
for adoption by Title I schools (Chrispeels & Martin, 2002). America's Choice is one of
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the approved comprehensive school reform models listed in that directory. America's
Choice is a comprehensive school reform design that claims to address all five of these
components. When you connect all five pieces of this puzzle, do you get a perfect school
where improved student achievement abounds for all students? If so, at what time, or year
of implementation, does America's Choice become put into action sufficiently so that
AYP is no longer a concern for Kentucky? Ron Edmonds (1973) stated:
We can whenever and wherever we choose successfully teach all children whose
schooling is of interest to us. We already know more than we need in order to do
this. Whether we do must finally depend on how we feel about the fact that we
haven't so far. (Introduction section, f 1)
In Chapter III, the researcher provides information relevant to the methodology of
this study organized through five sections: subjects, design, instrumentation, procedures,
and data analysis.
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CHAPTER III
METHODOLOGY

Those involved with school reform have struggled to improve school outcomes
since the Coleman Report (1966). The Equality of Educational Opportunity Study
(EEOS) (Coleman et al., 1966) explored the availability of equal educational
opportunities for children of different race, religion, and national origin. This landmark
study commissioned by the United States Department of Health, Education, and Welfare
was performed in response to provisions of the Civil Rights Act of 1964. As we approach
2014, we are not much closer now than we were nearly 40 years ago, according to
Kentucky's 2004 report on Adequate Yearly Progress (AYP) for No Child Left Behind
(P.L. 107-110) (NCLB). Kentucky, as a state, remains negligent of meeting all student
needs as measured by comparisons across race, national origin, and disability through
public education.
This study compared successive cohorts, using Normal Curve Equivalent (NCE)
scores from the Comprehensive Test of Basic Skills (CTBS/5) of exiting primary students
(grade three) in reading in nine Kentucky elementary schools that had previously
participated in America's Choice comprehensive school reform model. The researcher
explored grade three reading scores, over a four-year span, of all students in those nine
public schools to answer the following research questions presented in Chapter I:
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1. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after one year of America's
Choice implementation when compared to scores prior to implementation?
2. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after two years of America's
Choice implementation when compared to scores prior to implementation?
3. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after three years of America's
Choice implementation when compared to scores prior to implementation?
4. Is there any statistically significant evidence in reading achievement scores that
might indicate the program is sustained after completion of the three years of
implementation?
5. Is there a trend in reading achievement scores of students exiting primary (grade
three) after a four-year period of America's Choice implementation and
continuation?
America's Choice comprehensive school reform is a program, which follows a
three-year implementation process. During the first year of implementation, schools
execute reading instruction through Reader's Workshop. Each consecutive year
afterward, additional subject area workshops are implemented into the schools, as
Reader's Workshop continues to delve deeper through the five essential components of
reading instruction. These essential components and definitions are as follows: Phonemic
awareness (the ability to hear, identify, and play with individual sounds, or phonemes, in
spoken words), Phonics (the relationship between the letters of written language and the
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sounds of spoken language), Fluency (the capacity to read text accurately and quickly,
including oral reading skills), Vocabulary (the words students must know to
communicate effectively), and Comprehension (the ability to understand and gain
meaning from what has been read) (2001) Armbruster, Lehr, and Osborn. In addition,
genre studies, author studies, and vocabulary are incorporated into Readers' Workshop
through the course of implementation.
Coley and Coleman (2004) noted effective reading instruction is crucial to
educational success for all students. They asserted successful literacy training provides a
vital component in efforts to narrow the gaps in student achievement between social
classes and racial or ethnic groups. The National Research Council concluded quality
classroom instruction in kindergarten and in the early primary grades in reading is the
single best strategy against such failure. Heller and Firestone (1995) studied schools
during their institutionalization or continuation phase of change. They believed only at
that point can one tell whether and how well a program has become an integral part in a
setting. These ideas, along with the fact that reading is assessed in Kentucky elementary
schools in exiting primary (grade three) provided the rationale for this study and gave
justification for the researcher's choice of reading as the targeted subject area. To
determine an effect size of America's Choice design, each of the nine America's Choice
school's exiting primary (grade three) reading scores were broken into the following
categories: year prior to implementation, year one of implementation, year two of
implementation, year three of implementation, and year four continuation of
implementation (where applicable).
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The variables identified and chosen for this study were categorized after a review
of the literature on school reform, leadership, capacity building, professional learning
communities, and achievement for students at-risk. This study was grounded in
comprehensive school-wide reform. Reform has had significant impact on the definition
of school leadership and how successful initiatives are measured. Four tenets common
throughout the reform literature include leadership and management, instructional
capacity building through aligned instruction, professional learning communities, and
improved student achievement for at-risk learners. For many educational reform
researchers these four tenets are imperative for a school to reach high levels of student
achievement for all students (Allen, Knight, & Matthews, 2003). This study was designed
to assess the degree to which student achievement in reading for all students was
influenced by comprehensive school-wide reform, specifically the America's Choice
model.
In this chapter, the researcher provides information relevant to the methodology
of this study organized in five sections. The first section of this chapter includes a
discussion of the subjects used in the study. In addition, the researcher discusses the
sampling method and the rationale for the method selected. The author provides a
detailed description of the schools where the data were collected.
The second section of this chapter describes the design of the study, the data
collection strategy employed, and a description of the independent and dependent
variables. The third section of this chapter includes a description of the research
instruments that were used to measure student achievement. The researcher provides
explanations of the format, reliability, and validity.
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The fourth section of this chapter describes procedures that include a detailed
description of how subjects selected were protected for all human rights as research
subjects observed and measured. Section five of this chapter describes data analysis and
identifies the statistical techniques used to test each of the research hypotheses in the
study. All hypotheses were tested at thep = .05 level of significance (Gravetter &
Wallnau, 2000, p. 260).
Subjects
This study utilized the purposive sampling process to select (N= 1,850) exiting
primary (grade three) students from the nine public elementary schools in Kentucky who
had previously participated in the America's Choice comprehensive school-wide reform.
The researcher considered the following criteria for selecting sample schools.
1.

All elementary schools had to be public schools in Kentucky who had
completed a minimum of three years of America's Choice implementation.

2. All students had to be exiting primary (grade three) students, because that was
the grade where students were assessed in reading by the CTBS/5 in Kentucky's
elementary schools.
America's Choice is a nationally recognized, research-based school reform
created by the National Center on Education and the Economy (NCEE). It is based on
internationally researched best practices in education. The Consortium for Policy
Research in Education (CPRE) conducts on-going independent studies of the design's
effects on student achievement. All curriculum material used in the design is based on
best practices in the subject area and field-tested for effectiveness.
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In a report for the NCEE titled America's Choice School Design a Good Choice
for Kentucky, Allen, Knight, and Matthews (2003) explained how America's Choice
School Design (ACSD) fit the framework of Kentucky's Standards and Indicators for
School Improvement (SISI). In Kentucky, SISI is an important framework used to
evaluate the merits of a reform program. SISI identifies the critical elements a school
must have in place to produce successful outcomes. Kentucky Department of Education
(KDE) research has found that these elements are major leverage points where there is a
significant variation between a "Level III" school and a "Successful" school (Allen et al.,
2003). "Level III" schools are Kentucky public schools that fall short of their specified
goals at the end of a two-year cycle, by regulation (703 KAR 5:120). They may also
receive the assistance of a Highly Skilled Educator (HSE), and/or become eligible to
receive state funds toward improvement. According to Allen et al. (2003) America's
Choice components aligned closely with those of the Kentucky Education Reform Act of
1990 (KERA) and the elements of the SISI.
The Standards and Indicators for School Improvement (SISI) organize
Kentucky's nine standards for whole school reform into three key areas: academic
performance, learning environment, and efficiency. America's Choice is grouped into
five components: high performance leadership and management; capacity building
through aligned instructional systems; professional learning communities; improved
student achievement for at-risk learners through standards and assessments; and parent
and community involvement, (Allen et al, 2003). Figure 3 illustrates how America's
Choice School Design (ACSD) matched the framework for Kentucky's SISI.
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ACSD

SISI

Academic Performance

Focuses heavily on standards, assessment and aligned

Standards 1, 2, 3

instructional systems. Performance standards supplement
state content standards and provide specific examples of

Focus on curriculum,

what student work looks like when it is on standard.

instruction, and classroom
evaluation and assessment.

Model includes alignment of state standards with instructional practices and state assessments. Specific examples
describe how the design helps a school use standards, plan
for instruction and evaluate student work against a
standard.

Learning Environment

Helps schools address learning environment issues in

Standards 4, 5, 6

multiple ways. Teachers and students learn the rituals
and routines to implement the Readers' and Writers'

Focus on school culture,

workshops and Math workshops as well as the

student family, and

standards-based classroom practices.

community support and
professional growth and

Intensive professional development reflects best practices

development.

and is delivered through institutes, in-classroom coaching,
and structured teacher meetings and study groups.
Strategies are provided for working with a Parent
Community Outreach Coordinator to involve parents more
directly in their children's education.

Figure 3
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ACSD

SISI

Efficiency

High performance leadership, management, and organi-

Standards 7, 8, 9

zation are major components of results-driven design.
Leadership training is handled through Principal

Focus on leadership,

Academies and network meetings throughout the year,

organizational structure
and resources, and

Planning for results is a strong area of focus and specific

comprehensive and

examples are given on how the design fits with,

effective planning.

Kentucky's Comprehensive School Improvement
Planning process and ways of driving the process down
to the classroom level.

Figure 3 Continued
Kentucky's SISI in Comparison to America's Choice School Design
The America's Choice reform model considers the school administrator key to
successful implementation and provides continuous support and training for the principal
and school leadership team. The leadership team plays a critical role in developing a
shared vision, planning for results, disaggregating test data, and providing the
professional development and coaching necessary for teachers to succeed. In elementary
schools, literacy coaches are full-time positions.
The America's Choice approach to capacity building through professional
development is based on the "Apprenticeship" model for learning (Allen, et al., 2003).
The "Apprenticeship" model of learning means learning opportunities are structured so
teachers study the skills they are to learn, observe them in practice, try them with a
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mentor, and then refine their own practice. A professional learning community is
established through a series of off-site training for coaches and lead teachers and on-site
training that includes inside-the-classroom coaching, structured teacher meetings and
study groups, as well as professional development for the entire staff. All training is
based on a set of best practice principles for teaching, learning, and curriculum provided
by the NCEE. The main goal of professional development through the America's Choice
reform model is to create a community of adult and student learners who are focused on
results for improving learning for everyone.
In order to create a professional learning community, school staff must have
opportunities to investigate the content they teach more deeply and to share their
practices as professionals. The America's Choice reform model stands behind the
premise that school culture is enhanced when teachers look at their beliefs and practices
in an environment that supports inquiry into best practices while validating their efforts
and celebrating their successes. The America's Choice reform model holds firm the belief
that all students can learn and learn at high levels. Each school is expected to maintain
high expectations for all students while varying the time and resources needed to help
them meet those standards (Allen, et al., 2003).
High standards for all students are the foundation of the America's Choice design
(Allen et al., 2003). While Kentucky standards are the values by which Kentucky's public
schools are critiqued, the New Standards' Performance Standards from the National
Center for Education and the Economy (NCEE) (1982) provide examples for evaluating
student work. Student work is compared against a standard and demonstrated how it
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aligns instruction with assessment. Technical assistance is provided to ensure all training
with standards is aligned with Kentucky Performance Standards (Allen et al., 2003).
Multiple assessment strategies are crucial in determining when and how a student
is able to meet a standard. The America's Choice design assists school staffs by working
with multiple levels of evaluation including CATS, New Standards Reference Exam
(NSRE), Directed Reading Assessments (DRA), running records, portfolio assessment,
and evaluation of student work against a standard (Allen et al., 2003). Technical
assistance is provided in the development of safety net programs for students who are
below standard and need extra time or instruction.
One key element of the America's Choice design is parent and community
involvement. Years of research confirm that significant family involvement in student's
learning is vital to high achievement (Allen, et al., 2003). America's Choice collaborates
directly with the leadership of the school to create a parent-friendly environment that
values parents as partners. Specific strategies are provided for connecting with parents
and providing additional support to students who are below standard.
The goal of all Kentucky public schools is to improve the academic achievement
of all students (Allen, et al., 2003). This effort requires teaching to standards with a
single-minded focus on results. Monitoring strategies are provided through the America's
Choice model which includes implementation/impact checks, focus walks, and scholastic
audits. Each year, two quality reviews are conducted by officials from the center for
America's Choice to determine implementation progress and to establish next steps.
For this study the student population reviewed included all exiting primary (grade
three) students required to take the CTBS/5 annual achievement test. The population
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included all students who had resided in the United States and attended public school for
at least ten months prior to their testing year and as indicated in their Language
Educational Plan (LEP). In addition, students with Individualized Educational Plans
(IEP) or 504 plans for special needs instruction were also included.
This arrangement allowed the researcher to make comparisons using reliable and
valid assessment data from CTBS/5. The author observed whether or not an effect size
existed in reading achievement for exiting primary (grade three), for first year of
implementation, second year of implementation, and third year of implementation of the
America's Choice model. This arrangement also extended into the year following the
third year of implementation to allow the researcher to determine any statistically
significant evidence in reading achievement scores that might have indicated the program
was sustained after completion of the three years of implementation, or at the
institutionalization or continuation phase. Results validated trends in reading achievement
scores of students exiting primary after a four-year period of America's Choice
implementation and continuation.
Table 1 illustrates the year in which each of the Kentucky elementary schools
became a cohort of America's Choice design. Additionally, Table 1 represents the year
prior to implementing school-wide reform, the first year of implementation, second year
of implementation, and third year of implementation.
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Table 1
Year of Implementation of America's Choice Elementary Schools in Kentucky

School

P-I

Y-l

Y-2

Y-3

C-I

A

2002

2003

2004

N/A

N/A

B

2002

2003

2004

N/A

N/A

C

2000

2001

2002

2003

2004

D

2001

2002

2003

2004

N/A

E

2001

2002

2003

2004

N/A

F

2001

2002

2003

2004

N/A

G

2000

2001

2002

2003

2004

H

2000

2001

2002

2003

2004

I

2000

2001

2002

2003

2004

Note. The categories in Table 1 indicate a timeline the researcher followed while collecting preimplementation test data for each school, as well as each consecutive year following implementation. The
Kentucky America's Choice schools were categorized on Table 1 by the researcher as school A, B, C, D, E,
F, G, H, and I for the sole purpose of anonymity, without regard to size, location, socio-economic status,
etc. P-I refers to the school year prior to implementation of America's Choice school design. Y-l, Y-2, and
Y-3 refer to the year of completed implementation of America's Choice design. C-I refers to continuing
implementation after three years, where applicable. Schools A and B did not have Y-3 indicators because
they were in their third year of America's Choice implementation during that time, therefore they were not
applicable (N/A). Additionally, schools A, B, D, E, and F did not have C-I indicators because schools A
and B were presently in their third year of implementation and schools D, E, and F were presently in their
fourth year of continuation.
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Out of a total of 176 school districts and 1,271 schools in the state of Kentucky,
those nine are the only America's Choice schools that had fully implemented the design
at the time of data collection for this study. Those schools varied in size and location, as
well as years of implementation, district, population, racial composition, and socioeconomic status. Nine schools out of 1,271 should be seen as a limitation of this study
and the reader must be warned about trying to make generalizations from these results.
Of the nine schools in the study, six different districts were represented. Three
schools shared the same district in one case and two schools shared the same district in
another case. All other schools were independent of one another. One school was from
one of Kentucky's largest counties geographically, whereas another school was located in
one of Kentucky's smallest school districts. One school was an inner-city school from a
small, independent school district, while three other schools were located in the rolling
hills of the state. Two schools were located in one of Kentucky's poorest counties and the
remaining school was located in a more affluent area of Kentucky near a large military
base.
School A was located in one of Kentucky's largest rural, counties geographically.
The district transportation system served this district by driving over one million miles
per year with a transportation fleet of 103 regular bus routes. The school, as well as the
district, was Title I funded, with 98% of their students receiving free or reduced price
lunch. According to the 2002 census, the per capita personal income for the county was
$23,444; considerably below the national per capita income, which was $30,906 (U.S.
Census, 2002). Employment figures for the third quarter of 2004 indicated the county's
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unemployment rate was 6.5%; quite higher than the state average of 4.2% (Workforce
Kentucky, 2004).
Of the 231 students in this kindergarten through grade 5 school, the minority
population for the 2004-2005 school year was 60% African-American and 1% Hispanic,
compared to the state averages of 11% and 2%, respectively. School A had undergone
quite a few changes in the recent past, including three administrators over the past three
years. There had been little consistency within the school during the first two years of
implementation of America's Choice. The two teachers who had previously been hired as
literacy coaches were only released part-time from their regular duties as full-time
classroom teachers. The leadership team was basically non-existent. During 2004-2005,
one literacy coach was hired for the sole purpose of implementing America's Choice,
even though the design calls for two coaches: one lower elementary coach and one upper
elementary coach. Teacher turnover in the school was high. During the beginning of
school year 2004-2005, School A was assigned two full-time and one part-time Highly
Skilled Educators from the state department due to their failing test scores and Level III
status.
School B was located in one of Kentucky's smaller, urban independent school
districts. The school was a Title I funded, inner-city school with 95% of the student
population receiving free or reduced lunch. According to the 2002 census, the per capita
personal income for the county was $25,183; considerably below the national per capita
income, which was $30,906 (U.S. Census, 2002). Employment figures for the third
quarter of 2004 indicated the county's unemployment rate was 4.8%; considerably higher
than the state average of 4.2% (Workforce Kentucky, 2004).

155

School B served 270 pre-school through grade five students. Their AfricanAmerican student population was 31 % and their ESL student population was 19%, more
than triple the state averages at the time. Prior to implementing the America's Choice
reform model, this school had become a Level III school due to declining test scores. In
addition to a scholastic audit from the KDE, School B was assigned an HSE for two years
to assist in restructuring the school and to improve test scores.
During the first few years of implementation of America's Choice design, there
was considerable staff overturn at School B. That included the two original literacy
coaches and four teachers. Some of the teachers battled the reform whereas others
embraced the new methodology and pedagogy.
School C was located in one of Kentucky's smallest, rural independent school
districts, serving approximately 600 students in grades preschool through grade twelve in
one building. The school district was located in a small town in the center of the state.
The school was divided by grade level with C Elementary serving preschool through
grade four, C Middle serving grades five through eight, and C High serving grades nine
through twelve. All the students attending this school were European-American, with 0%
African-American and 10% other racial minority at the time of this study.
The school was Title I funded, with 95% receiving free or reduced lunch.
According to the 2002 census, the per capita personal income for the county was
$23,222; considerably below the national per capita income, which was $30,906 (U.S.
Census, 2002). Employment figures for the third quarter of 2004 indicated the county's
unemployment rate was 4.8%; higher than the state average of 4.2% (Workforce
Kentucky, 2004).
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Schools D, E, and F shared the same public school district that housed a total of
seven preschool through grade twelve schools, and served 2,886 pupils. This rural district
was in an area rated one of the 100 best small towns in America. According to the 2002
census, the per capita personal income for the county was $25,327; considerably below
the national per capita income, which was $30,906 (U.S. Census, 2002). Employment
figures for the third quarter of 2004 indicated that the county's unemployment rate was
6.2%; significantly higher than the state average of 4.2% (Workforce Kentucky, 2004).
School D served 312 students in preschool through grade five. The school
blended traditional methodology with researched educational strategies. The staff
provided a multifaceted program featuring learning centers, theme study, hands-on
science and math, whole language instruction, cooperative learning, independent
research, and quality enrichment to meet the needs of the students. School D had 1%
African-American population, which ranked far below the state average and 3% ESL
student population, which ranked slightly higher than the state average at the time.
School E served 247 students in preschool through grade five. The school offered
Reading Recovery and Title I Reading programs for young children having difficulty
learning to read. Programs were also available for students who were educationally
advanced, as well as for those with handicaps. School E had 1% African-American
student population with 4% ESL at the time of this study.
School F, a National School of Excellence also named a Blue Ribbon School by
the U.S. Department of Education, offered a broad range of learning opportunities to its
624 students. A volunteer program of more than 65 parents and an active Parent Teacher
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Organization supported both the academic and extra-curricular programs. School F had
1% African-American student population with 3% of ESL at the time of this study.
Schools G and H were in the same, small rural district in a population of 7,900. It
was one of the smallest and lowest socio-economic towns in Kentucky. The district was
Title I funded, with approximately 95% receiving free or reduced lunch. According to the
2002 census, the per capita personal income for the county was $16,433; nearly half the
national per capita income, which was $30,906 (U.S. Census, 2002). Employment figures
for the third quarter of 2004 indicated that the county's unemployment rate was 9.2%;
quite higher than the state average of 4.2% (Workforce Kentucky, 2004).
School G served approximately 335 students in grades kindergarten through
grade five. The majority of the students attending this school were European-American,
with 0% African-American and 1 % other racial minority.
School H was a small rural school, serving approximately 213 students in grades
kindergarten through grade five. The majority of the students attending this school were
European-American, with less than 1% African-American and 0% other racial minority.
School I was one of Kentucky's rural independent school districts, serving
approximately 154 students in grades kindergarten through grade eight in one building.
The school district is located near a large military base. All the students attending this
school were European-American, with the exception of one African-American student.
No other racial minority populations were represented at the time of this study.
According to the 2002 census, the per capita personal income for the county was
$25,468; considerably below the national per capita income, which was $30,906 (U.S.
Census, 2002). Employment figures for the third quarter of 2004 indicated that the
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county's unemployment rate was 6.4%; relatively higher than the state average of 4.2%
(Workforce Kentucky, 2004).
Table 2 describes and compares the nine Kentucky America's Choice schools.
This table depicts socio-economic profiles for each school through descriptions. It
provides population, school type, and racial composition for each school.

159

Table 1
Descriptive Analysis of Overall School Sample

School

Variable
A

B

c

D

E

F

G

H

I

Free and Reduced %

98%

95%

95%

93%

66%

38%

95%

95%

98%

Title I School

X

X

X

X

X

X

X

Urban

X

X

X

X

X

X

X

19%

10%

3%

4%

3%

1%

0%

0%

/RNN /
U U / 0

^
J

0%

1%

1%

1%

0%

1%

0%

European-American %

39%

50%

90%

96%

95%

96%

99%

99%

100%

School Population

231

270

600

312

312

642

335

213

154

Per Capita Income

S23,444

S25,183

S23,222

525,327

$25,327

$25,327

SI 6,433

SI 6,43 3

$25,468

Rural

X

ESL %

1%

A
—:
o/
^-i-in^aii-i-Liuci loan /o

I N /
1 7 0

of county where
school was located
Note. On Table 2, the letter X denotes schools that have the statistics indicated by the variable label.

Design
This study utilized quantitative successive test data for reading in exiting primary
(grade three) collected from each of the nine America's Choice elementary schools in
Kentucky over a five-year period. The researcher collected Normal Curve Equivalency
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(NCE) scores from the Comprehensive Test of Basic Skills (CTBS/5) of exiting primary
students (grade 3) for the year prior to implementation, three consecutive years following
implementation, and the fourth year of continuation in schools that had implemented
America's Choice for the fourth year (J. Petrosko, personal communication, March 29,
2005).
Data collection began for each school in the spring of the school year prior to
their implementation of America's Choice comprehensive school reform. This successive
data gave the researcher pre-treatment information. The independent variables for this
study were the years of implementation and grade levels. Year levels were disaggregated
by years of implementation in accordance with the criteria outlined in the research
questions (P-I, year prior to implementation; Y-l, year one of implementation; Y-2, year
two of implementation; Y-3, year three of implementation; and C-I, year four of
continuation). Grade three reading achievement scores were analyzed from the nine
schools for each year of implementation. In addition, the researcher also compared the
state mean for Kentucky CTBS/5 scores in grade three reading for each of the years
implemented for each school (J. Petrosko, personal communication, March 29, 2005).
Since all nine schools did not enter into America's Choice comprehensive school
reform during the same school year, and some schools had been in the program longer
than others, the researcher could only investigate seven of the nine schools that had
completed the third year of implementation (Y-3). In addition, the researcher was only
able to inspect four schools that had completed the school year following three years of
implementation (C-I). In this case, the researcher attempted to determine whether or not
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sustained effects for reading occurred during the continuing year of implementation
(Heller & Firestone, 1995). (Refer back to Table 1 for further explanation, page 154.)
This disaggregation was based on the researcher's efforts to illustrate the threeyear implementation phase of the America's Choice design these schools went through in
comprehensive school-wide reform. The dependent variables were the successive,
Normal Curve Equivalency (NCE) scores from the Comprehensive Test of Basic Skills
(CTBS/5) of exiting primary students (grade three) in reading. In addition, the researcher
compared the state mean in grade three reading achievement scores from the CTBS/5 for
each of the years under investigation
NCE scores are on an equivalent interval scale, which allows them to be
manipulated and averaged for comparison purposes. NCE is a score developed for use by
the United States Office of Education for use in interpreting the scores of large groups of
students. Those scores were obtained from the reports submitted to the school districts by
the state of Kentucky after each spring administration of the CTBS/5 test.
Table 3 provides sample size information for each of the nine schools categorized
by grade level three student scores and yearly implementation of the America's Choice
model. All third grade students in the nine schools were identified by purposeful
sampling. Student reading scores in each of the schools were grouped for analysis
according to the implementation year of America's Choice (prior to implementation, year
one of implementation, year two of implementation, year three of implementation, and
continued implementation where applicable). This categorization yielded 33 groups of
scores for comparison.
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Table

1

Sample Size of Each School by Implementation Year

(P-I)

(Y-l)

(Y-2)

(Y-3)

(C-I)

Total

School A

37

41

47

N/A

N/A

125

School B

35

34

43

N/A

N/A

112

School C

40

50

39

43

49

221

School D

56

42

48

61

N/A

207

School E

46

45

49

41

N/A

181

School F

106

103

112

100

N/A

421

School G

62

78

58

52

64

314

School H

38

43

32

42

36

191

School I

16

15

20

15

12

78

Total N =

1,850

Note. On Table 3, Schools A and B were not applicable (N/A) to Y-3 scores because they were in year
three of implementation during data collection for this study. Additionally, Schools A, B, D, E, and F were
not applicable (N/A) to C-I scores because they were in year three or four of implementation during data
collection for this study. A total oiN= 1,850 third grade NCE scores were calculated into 33 independent ttest comparisons from the nine schools for this study. On this table n = school sample size signified by year
of implementation.
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Table 4 demonstrates how NCE scores were displayed for research purposes, by
school and year of reform implementation. P-I indicates reading scores per grade level
from the year prior to implementation of America's Choice. Y-l indicates reading scores
per grade level after one year of implementation of America's Choice. Y-2 signifies
reading scores per grade level after two years of implementation of America's Choice. Y3 denotes reading scores per grade level after three years of implementation of America's
Choice. C-I specifies reading scores per grade level during continued implementation of
America's Choice.
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Table 1
NCE Mean Scores for Each School in Reading by Implementation Year

P-I

Y-l

Y-2

Y-3

C-I

A

Score

Score

Score

N/A

N/A

B

Score

Score

Score

N/A

N/A

C

Score

Score

Score

Score

Score

D

Score

Score

Score

Score

N/A

E

Score

Score

Score

Score

N/A

F

Score

Score

Score

Score

N/A

Score

Score

School/Grade 3

H

Score

Score

Score

Score

Score

I

Score

Score

Score

Score

Score

Note. On Table 4, Schools A, B, D, E, and F were not applicable (N/A) to C-I scores because they were in
year three or four of implementation during data collection for this study. As a result, the researcher was
unable to compare whether or not there was statistically significant proof to indicate the program was
sustained after completion of the three years of implementation for all nine schools. Comparisons were
only made for the four schools, which had that category (C-I).
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Instrumentation
In 1998 the Kentucky government enacted a law that directed the Kentucky Board
of Education (KBE) to recreate the state's assessment and accountability system. Through
the involvement of thousands of educators in the profession and input from more than
6,500 Kentucky citizens, the Commonwealth Accountability Testing System (CATS) was
created. CATS was designed to improve teaching and student learning in Kentucky.
CATS includes the Kentucky Core Content Test (KCCT), the CTBS/5 Survey Edition a
nationally norm-referenced test, writing portfolios and prompts and the alternate portfolio
for students with severe to profound disabilities. Other measures of a school's
performance include attendance, retention, and dropout rates. Together these elements
make up a school's CATS Performance Score for every two-year period.
One element of the Commonwealth Accountability Testing System, in terms of its
input to a school's academic index, is the Kentucky Core Content Test (KCCT). The
KCCT assesses student mastery of the Kentucky Core Content for Assessment, as well as
higher order thinking and communication skills. The KCCT, composed of open response
items and multiple choice questions, is given each spring to students in the content areas
of reading, mathematics, science, social studies, arts and humanities and practical
living/vocational studies; the 4, 7, and 12 grade tests also require students to respond to a
writing prompt.
Kentucky uses the Comprehensive Test of Basic Skills (CTBS/5) to assess
students in grades three, six, and nine in reading, language arts, and mathematics. The
CTBS/5 is a national, norm-referenced examination used to compare the skills of students
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in Kentucky to those of students nationwide. The goal is for all students to score at or
above the national average on the CTBS/5.
Kentucky's tests score student performance using four groups: Novice,
Apprentice, Proficient, and Distinguished. These groups translate into a scale of 0-140,
with 100 being considered proficient. Stipulations from the No Child Left Behind Act of
1991 (P.L. 107-110) (NCLB), signify that by the year 2014, all students shall be
proficient in the areas of reading, writing, mathematics, and science. In Kentucky, CATS
assesses fourth-grade students in reading, writing, and science, whereas fifth-grade
students are assessed in mathematics, social studies, practical living, and arts and
humanities.
The accountability system in Kentucky provides the mechanism for measuring
these goals and thus provides feedback to schools on how they are progressing toward the
long-term goals set by the Kentucky Board of Education (KBE). By regulation (703 KAR
5:020), Kentucky's accountability system focuses primarily on schools. Though the
system does provide for school district accountability (703 KAR 5:130), reward money is
not attached to district results.
The Long-Term Accountability model adopted by KBE is a growth model with
schools serving as their own baseline. All students, and accordingly all schools, are
expected to demonstrate improvement within the system. School improvement plans,
such as a school's comprehensive improvement plan, are driven by the results of the
accountability system. Visits to high performing schools (i.e., schools demonstrating
substantial gains) generally confirm the enormity with which these schools advance
accountability data and their ingenuity in using the data to alter instructional programs.
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Kentucky public schools that fall short of their specified goals at the end of a twoyear cycle, by regulation (703 KAR 5:120), receive a Scholastic Audit. They may also
receive the assistance of a Highly Skilled Educator (HSE) and/or become eligible to
receive state funds for improvement. Scholastic Audits performed by state, regional, and
local district personnel are comprehensive and offer audited schools information on over
80 indicators related to school success. While Kentucky's accountability system is based
on measuring continued development in the direction of a long-term goal the Scholastic
Audits contribute to this monitoring by focusing on those schools that need assistance the
most.
The validity of CATS is derived from the sum of its parts, including the uses
made of the test results as established by the Kentucky Board of Education (KBE). The
Kentucky Department of Education (KDE) has an ongoing program of reliability and
validity research conducted annually by one of its contractors, Human Resources
Research Organization (HumRRO). These documents provide much, but not all, of the
evidence needed to assess the validity of the program (KDE, CATS Validity and
Reliability Studies).
Reports are organized by testing year and provide validity data on the accuracy of
the scores in the calculation and assignment of school accountability classifications. The
HumRRO reports provide technical details on the accuracy of school classifications for
the Kentucky Commonwealth Accountability System. Extensive statistical data, tables,
figures, and supporting references are provided in the reports. Reports are by testing year
and provide validity data on the accuracy of student performance levels and the
consistency of student results across multiple test measures.
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The Commonwealth Accountability Testing System is developed, administered
and reported by CTB McGraw-Hill under contract to the KDE. To assure validity and
accuracy of the scores, the KDE utilizes HumRRO to assist in the analysis and checking
of student scores and accountability results produced by CTB. The reports are detailed by
testing year and provide findings on testing results.
Procedures
The researcher applied to the University of Louisville and Western Kentucky
University's Institutional Review Boards for project approval. In addition, the author
wrote a letter to the regional America's Choice cluster leader for project approval and
briefing as to the purpose of the study for each of the nine schools. Once permission to
conduct this study had been granted by all, the researcher began data collection. Test data
were collected from the Kentucky Department of Education (see Appendixes A-D). At no
time during this study, or after its completion was any personally identifiable information
for student, teacher, school, or district produced. Student, teacher, school, and district
confidentiality was protected at all times by the researcher.
Data Analysis
A master list of all nine Kentucky elementary schools meeting the qualifications
for the study was compiled using America's Choice system records, as specified under
the sample section of this chapter. At that point, each school was coded to ensure
confidentiality. The list was then disaggregated by grade level (grade 3) and years of
implementation in accordance with the criteria outlined in the research questions (P-I,
year prior to implementation; Y-l, year one of implementation; Y-2, year two of
implementation; Y-3, year three of implementation; and C-I, year following the three
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year implementation). The end product of this disaggregation was nine schools, grouped
according to grade three, categorized by five levels of yearly America's Choice
implementation (J. Petrosko, personal communication, March 29, 2005).
Next, the researcher calculated grade level reading achievement averages obtained
from CTBS/5 for each of the nine schools, for one year prior to implementing America's
Choice and for each year following implementation. (NCE scores from CTBS/5 were
calculated for third grade.) Using grade three CTBS/5 reading achievement scores, the
researcher performed a series of independent /-test comparisons. The independent
variables were year of data collection and grade three. The dependent variable was mean
reading score (J. Petrosko, personal communication, March 29, 2005).
For each separate school, C, G, H, and I (other than schools A, B, D, E, and F),
the mean from the year previous to implementation (P-l) was compared with year of
implementation or continuing implementation (Y-l through C-l). Since four /-tests were
performed, a Bonferroni-corrected alpha level was used to avoid inflation of Type I error.
The alpha level of each test was .05/4 = .0125. For schools D, E, and F, the mean from
the year previous to implementation (P-l) was compared with year of implementation (Y1 through Y-3). Since three /-tests were performed, a Bonferroni-corrected alpha level
was used to avoid inflation of Type I error. The alpha level of each test was .05/3 = .017.
For schools A and B, the mean from the year previous to implementation (P-l) was
compared with year of implementation (Y-l through Y-2). Since two /-tests were
performed, a Bonferroni-corrected alpha level was used to avoid inflation of Type I error.
The alpha level of each test was .05/2 = .025 (J. Petrosko, personal communication,
March 29, 2005).

170

For analysis purposes, the researcher combined four schools, C, G, H, and I,
(other than schools A, B, D, E, and F), by the means from the years previous to
implementation (P-l) and compared them with years of implementation or continuing
implementation (Y-l through C-l). Since four Mests were performed, a Bonferronicorrected alpha level was used to avoid inflation of Type I error. The alpha level of each
test was .05/4 = .0125 (J. Petrosko, personal communication, March 29, 2005).
The same process was used consecutively for each of the first three research
questions. On research question four, the researcher conducted the experiment the same
as research questions one through three, with one exception, schools A, B, D, E, and F
were omitted because none of those schools had the assignment of C-I (continued
implementation). Data were analyzed by one way analysis of variance (ANOVA), with
year the independent variable (P-l through Y-4) and reading scores the dependent
variable. For research question five, grade level three reading NCE mean scores were
used as comparisons to each school for each year observed, and trend analysis was
performed to determine if any significant tendencies exist in the data among schools (J.
Petrosko, personal communication, March 29, 2005).
The samples met the assumptions underlying the independent-measures t formula
for hypothesis testing:
a.) The observations within each sample were independent.
b.) The two populations from which the samples were selected must be normal.
c.) The two populations from which the samples were selected must have equal
variances.
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All tests for significance were set at the Bonferroni-corrected alpha level for the
.05 alpha level of probability. The Statistical Analysis Software (SAS) Research Data
Management tool, version 9.13 was used for analysis purposes because of its complete
and assimilated capabilities in managing, analyzing, and displaying data. Measures of
effect size between two groups were calculated using the formula discussed by Glass and
Hopkins (1966) pages 289-290 (J. Petrosko, personal communication, March 29, 2005).
In the next chapter the investigator provides a description of participants of each
school investigated. Statistical analyses are presented to address each of the five research
questions. In addition, the researcher summarizes the research findings by addressing
each of the posited null hypotheses tied to the research questions for this study.
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CHAPTER IV
RESULTS OF THE STUDY

Chapter Overview
The primary purpose of this quantitative exploratory study was to analyze the
impact of the America's Choice (AC) comprehensive school reform model on reading
achievement in nine of Kentucky's elementary schools. A second purpose was to
determine if and at what point during the three year implementation plan the reform
model showed the most significant effect. A third purpose was to determine whether or
not schools sustained any such effects after the initial three year implementation planFinally, a fourth purpose was to determine whether or not a trend in the data existed that
might suggest similarities within the findings of each of these schools. These purposes
were measured through the investigation of archived data. Third-grade reading
achievement data were collected on students receiving the reform design of America's
Choice for four years (where applicable), then compared to each school's scores prior to
implementation.
The researcher selected reading as the subject area for this study because most
academic subject areas are dependent on achievement in this skill (Coley & Coleman,
2004). Also, the reform design of America's Choice initializes each school with the
implementation of Reader's Workshop. Following the initial implementation, schools
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continue to delve deeper into the subject area each year as the implementation of the
comprehensive school reform model extends.
As mentioned earlier in Chapter I, this study was designed to answer the
following five research questions:
1. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after one year of America's
Choice implementation when compared to scores prior to implementation?
2. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after two years of America's
Choice implementation when compared to scores prior to implementation?
3. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after three years of America's
Choice implementation when compared to scores prior to implementation?
4. Is there any statistically significant evidence in reading achievement scores that
indicates the program is sustained after completion of the three years of
implementation?
5. Is there a trend in reading achievement scores of students exiting primary (grade
three) after a four-year period of America's Choice implementation and
continuation?
The independent variable for the analysis described in Chapter III was the years
of implementation. The dependent variable was the reading NCE scores on the
Comprehensive Test of Basic Skills (CTBS/5) administered annually in the state of
Kentucky.
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The results from the analysis of this study are presented in two sections. The first
section summarizes the results of statistical analyses provided to address each of the
research questions. In conclusion, the researcher summarizes the research findings by
addressing the posited null hypotheses tied to the impact of the comprehensive school
reform America's Choice on reading achievement in Kentucky's elementary schools.
Originally, nine schools in Kentucky were purposefully identified as subjects to
be used in this study. Five of those schools did not meet all the criteria needed to answer
the fourth research question due to not having the fourth year of America's Choice
implementation (C-I) reading NCE scores to compare. Two of those five schools also
lacked the criterion to answer the third research question because they lacked the third
year of America's Choice implementation (Y-3) reading NCE scores to compare. The
five schools from the study were not excluded in anticipation that information and/or
trends gained from their inclusion might benefit those considering America's Choice
School Design comprehensive school reform.
Statistical Analysis
This section includes the results of each /-test comparing year of implementation
of America's Choice comprehensive school reform to student achievement level after the
completion of year one (Y-l), year two (Y-2), and year three (Y-3) (research questions
1-3). It includes the results of the one way ANOVA test to determine variance among the
four schools that had implemented year four (C-I) of America's Choice (research
question 4). In addition, the researcher compared each school's mean to the state Normal
Curve Equivalency (NCE) means for each year of America's Choice implementation to
determine whether or not a common trend existed. The researcher also investigated trend
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information through the analyses of four schools that had completed year four of
implementation (research question 5).
Table 5 shows grade three reading NCE mean scores from the CTBS/5 for
research purposes, by school and year of reform implementation. (P-I) indicates reading
scores per grade level from the year prior to implementation of America's Choice. Those
scores for each school served as a baseline for comparison to all other years of America's
Choice implementation. (Y-l) indicates reading scores per grade level after one year of
implementation of America's Choice. (Y-2) signifies reading scores per grade level after
two years of implementation of America's Choice. (Y-3) denotes reading scores per
grade level after three years of implementation of America's Choice. (C-I) specifies
reading scores per grade level during continued implementation of America's Choice.
Note all schools in the study were ranked below the third-grade state mean NCE
reading achievement scores during all America's Choice implementation years with the
exception of the following conditions. School C ranked above the state mean after the
first (Y-l) and second (Y-2) years of America's Choice implementation. School E ranked
above the state mean after the second (Y-2) and third (Y-3) years of America's Choice
implementation. School F ranked above the mean after the year prior to implementation
(P-I), the first (Y-l), second (Y-2), and third (Y-3) years of America's Choice
implementation. School G ranked above the state mean after the year prior to
implementation (P-I) of America's Choice, but fell below the state mean for each
consecutive year to follow (Y-l), (Y-2), (Y-3), and (C-I). In addition, School H ranked
above the state mean after the year prior to implementation (P-I) and the first (Y-l) year
of America's Choice implementation.
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The state average indicated a steady climb in NCE points each consecutive year.
There were no observable changes in state mean NCE reading achievement scores from
the CTBS/5 results that would indicate other schools in the state were experiencing a
decline in reading achievement scores.
Table 5
NCE Mean Scores for Each School in Reading by Implementation Year

School/Grade 3
A

B

C

D

E

F

G

P-I

Y-l

Y-2

Y-3

C-I

52.946b

39.39b

38.404b

N/A

N/A

(55.003)

(56.176)

(57.202)

N/A

N/A

47.571b

40.706b

46.651b

N/A

N/A

(55.003)

(56.176)

(57.202)

N/A

N/A

43.325b

54.72a'c

55.837a

56.122a

(52.642)

(53.971)

(55.003)

(56.176)

(57.202)

53.5a

55.521a

56.066a

N/A

(53.971)

(55.003)

(56.176)

(57.202)

N/A

50.5b

54.844a

57.592a,c

60.049a'c

N/A

(53.971)

(55.003)

(56.176)

(57.202)

N/A

59.92b,c

60.04b'c

N/A

(57.202)

N/A

52.393b

66.1 l c

55.256a'c

64.63 l b ' c

(53.971)

(55.003)

(56.176)

59.597c

46.577b

46.379b

(52.642)

(53.971)

(55.003)
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55b
(56.176)

50.5b
(57.202)

Table 5 Continued
NCE Mean Scores for Each School in Reading by Implementation Year

School/Grade 3

H

I

P-I

Y-l

Y-2

Y-3

C-I

57.372b'°

48.5b

48.262b

45.528b

(52.642)

(53.971)

(55.003)

(56.176)

(57.202)

34.875b

48.667a

46.55a

50.6a

49.667a

(52.642)

(53.971)

(55.003)

(56.176)

(57.202)

61.263°

Note. On Table 5, (b) indicates reading scores fell below the school's original baseline, whereas (a) indicates
reading scores rose above the school's original baseline (P-I). The baseline was the reading NCE mean for
each school the year before they adopted America's Choice. Schools A and B were not applicable (N/A) to
Y-3 scores because thev were in vear three of implementation diirmg cists, collcction for this study. Ir.
addition, Schools A, B, D, E, and F were not applicable (N/A) to C-I scores because they were in year three
or four of implementation during data collection for this study. Third grade Kentucky state mean reading
NCE scores appear in parentheses ( ) below each score for that particular implementation year, (c) indicates
reading scores were above the state mean for the said year of implementation.

Table 6 illustrates the findings of /-tests (1-9) comparing the results of the first
year of America's Choice implementation (Y-l) third grade reading scores to each of the
nine schools' reading scores prior to implementation (P-I). This set of tests answered the
first research question:
1. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after one year of America's
Choice implementation when compared to scores prior to implementation?
Results from these /-test comparisons were divided. Student reading
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achievement scores in two of the nine schools significantly declined after one year of
America's Choice implementation (Y-l). However, in two other schools, student reading
achievement scores significantly increased after one year of America's Choice
implementation (Y-l).
Students attending School G also showed poorer reading achievement scores on
the CTBS/5 after one year of implementation of America's Choice (Y-l), (M= 46.577,
SD = 21.915) than those who had taken the test a year prior to implementation (P-I),
(M= 59.597, SD = 23.126). Analysis revealed that the students performed statistically
significantly less after one year of America's Choice implementation (138) = r(3.41),
p < .0125, two-tailed. These results produced a negative effect size of -0.56 between the
two groups, which by convention would be considered a medium-sized negative effect
for School G (Glass & Hopkins, 1996).
Students attending School A displayed poorer reading achievement scores on the
CTBS/5 after one year of implementation of America's Choice comprehensive school
reform (Y-l), (M= 39.39, SD = 19.443) than their predecessors who had taken the test a
year prior to implementation of America's Choice (P-I), (M= 52.946, SD - 28.037).
Statistical analysis revealed that the students performed significantly less after one year
of America's Choice implementation (63.3) = t(2A6), p < .025, two-tailed. These results
produced a negative effect size of -0.48 between the two groups, which by convention
would also be considered a medium-sized negative effect for School A (Glass &
Hopkins, 1996).
In contrast to the previous findings, students in School I rendered notably higher
reading achievement scores on the CTBS/5 after one year of implementation of
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America's Choice comprehensive school reform (Y-l), (M= 48.667, SD = 20.205) than
the students who had taken the test a year prior to implementation of America's Choice
(P-I), (M = 34.875, SD = 14.61). Statistical analysis revealed that the students performed
significantly greater after one year of America's Choice implementation (29) = /(-2.19),
p < .0125, two-tailed. These results produced a positive effect size of +0.94 between the
two groups, which by convention would be considered a very large positive effect for
School I (Glass & Hopkins, 1996).
Likewise, students in School C also displayed higher reading achievement scores
on the CTBS/5 after one year of implementation of America's Choice comprehensive
school reform (Y-l), (M= 54.72, SD = 22.763) than the students who had taken the test a
year prior to implementation of America's Choice (P-I), (M= 43.325, SD = 17.429).
Statistical analysis revealed that the students performed significantly greater after one
year of America's Choice implementation (88) = t{-2.6\),p < .0125, two-tailed. These
results produced a positive effect size of +0.65 between the two groups, which by
convention would be considered a medium-sized positive effect for School C (Glass &
Hopkins, 1996). Students attending Schools B, D, E, F, and H did not significantly differ
from P-I to Y-l.
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Table

10

Impact of America's Choice on Reading Achievement After One Year of Implementation
(Mests 1-9)

df

t

41

63.3

2.46

*0.0168

40.706

34

67

1.45

0.1516

40

54.72

50

88

-2.61 **0.0106

52.393

56

53.5

42

96

-0.30

0.7619

E

50.5

46

54.84

45

89

-1,01

0.3176

F

66.11

109

64.631

103

210

0.59

0.5545

G

59.597

62

46.577

78

138

3.41

*0.0009

H

61.263

38

57.372

43

66.7

0.86

0.3946

I

34.875

16

48.667

15

29

-2.19 **0.0368

School

(P-I)

(P-I)

(Y-l)

(Y-l)

M

n

M

n

A

52.946

37

39.39

B

47.571

35

C

43.325

D

Pr> t

Note. Table 6 (*) indicates significant effect but in the negative direction, whereas (**) indicates significant
effect in the positive direction. All other values indicate insignificant results. M refers to NCE mean scores.
Pr > t indicates the two-tailed probability of the obtained / value. For this table, n refers to sample size.

Table 7 illustrates the findings oft-tests (10-18) comparing the results of the
second year of America's Choice implementation (Y-2) third grade reading scores to
each of the nine schools' reading scores prior to implementation (P-I). This set of tests
answered the second research question:
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2. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after two years of America's
Choice implementation when compared to scores prior to implementation?
Results from these /-test comparisons were also divided. Student reading
achievement scores in three of the nine schools continued to decline after two years of
America's Choice implementation (Y-2). All three cases were statistically significant.
Two other schools' reading achievement scores fell below their first year of America's
Choice implementation scores (Y-l). One school's reading achievement scores increased
from the first year of America's Choice implementation (Y-l) to the second year (Y-2),
yet remained below the year prior to implementation scores (P-I). However in three of the
schools, student reading achievement scores significantly increased after two years of
America's Choice implementation (Y-2).
Reading achievement scores from School A declined in year two of America's
Choice implementation (Y-2) when compared to year one (Y-l). Students attending
School A continued to display poorer reading achievement scores on the CTBS/5 after
two years of implementation of America's Choice comprehensive school reform (Y-2),
(M= 38.404, SD - 19.18) than their predecessors who had taken the test a year prior to
implementation of America's Choice (P-I), (M= 52.946, SD = 28.037). Statistical
analysis revealed that the students performed significantly less after two years of
America's Choice implementation (61) = t(2J0),p<

.025, two-tailed. These results

produced a negative effect size of -0.52 between the two groups, which by convention
would be considered a medium-sized negative effect for School A (Glass & Hopkins,
1996).
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Reading achievement scores from School F also declined in year two of
America's Choice implementation (Y-2) when compared to year one (Y-l). In addition,
students attending School F revealed poorer reading achievement scores on the CTBS/5
after two years of implementation of America's Choice (Y-2), (M= 59.92, SD = 19.983)
than those who had taken the test a year prior to implementation (P-I), (M= 66.11,
SD = 18.414). Statistical analysis revealed that the students performed significantly less
after two years of America's Choice implementation (219) = t(2.39),p < .017, two-tailed.
These results produced a negative effect size of -0.34 between the two groups, which by
convention would be considered between a small and medium-sized negative effect for
School F (Glass & Hopkins, 1996).
Correspondingly, reading achievement scores from School H also declined in year
two of America's Choice implementation (Y-2) when compared to year one (Y-l).
Students attending School H also confirmed poorer reading achievement scores on the
CTBS/5 after two years of implementation of America's Choice (Y-2), (M - 48.5,
SD = 19.63) than those who had taken the test a year prior to implementation (P-I),
(M= 61.263, SD = 23.131). Statistical analysis revealed that the students performed
significantly less after two years of America's Choice implementation (68) = £(2.46),
p < .0125, two-tailed. These results produced a negative effect size of -0.55 between the
two groups, which by convention would be considered a medium-sized negative effect
for School H (Glass & Hopkins, 1996).
Students attending School G showed lower reading achievement scores on the
CTBS/5 after two years of America's Choice implementation (Y-2) when compared to
their first year of implementation test scores (Y-l). Likewise, after two years of
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implementation of America's Choice (Y-2), (M= 46.379, SD = 22.661) the students
scored significantly less than those who had taken the test a year prior to implementation
(P-I), (M= 59.597, SD = 23.126). Analysis revealed that the students performed
statistically significantly less after two years of America's Choice implementation
(118) = *(3.16),_p < .0125, two-tailed. These results produced a negative effect size of
-0.57 between the two groups, which by convention would be considered a medium-sized
negative effect for School G (Glass & Hopkins, 1996). Students attending Schools B, D,
E, and I were not significantly different from P-I to Y-2.
Contrasting earlier results, students in School C displayed slightly increased
reading achievement scores on the CTBS/5 after two years of implementation of
America's Choice (Y-2) when compared to their first year implementation scores (Y-l).
After two years of America's Choice implementation (Y-2), (M= 55.256, SD = 21,982)
the student scores were significantly higher than the students who had taken the test a
year prior to implementation of America's Choice (P-I), (M= 43.325, SD = 17.429).
Statistical analysis revealed that the students performed significantly greater after two
years of America's Choice implementation (77) = t(-2.6&),p < .0125, two-tailed. These
results produced a positive effect size of +0.68 between the two groups, which by
convention would be considered a medium- to high-sized positive effect for School C
(Glass & Hopkins, 1996).
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Table

10

Impact of America's Choice on Reading Achievement After Two Years of
Implementation (Mests 10-18)

School

(P-I)

(P-I)

(Y-2)

(Y-2)

M

n

M

n

A

52.946

37

38.404

47

B

47.571

35

46.651

C

43.325

40

D

52.393

E

df

t

Pr>t

60.9

2.70

*0.0090

43

76

0.20

0.8408

55.256

39

77

-2.68 **0.0091

56

55.521

48

102

-0.87

0.3890

50.5

46

57.592

49

93

-1.87

0.0640

F

66.11

109

59.92

112

219

2.39

+0.0175

G

59.597

62

46.379

58

118

3.16

*0.0020

H

61.263

38

48.5

32

68

2.46

*0.0164

I

34.875

16

46.55

20

34

-1.79

0.0820

Note. Table 7 (*) indicates significant effect but in the negative direction, whereas (**) indicates significant
effect in the positive direction. All other values indicate insignificant results. Mrefers to NCE mean scores.
Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to sample size.
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Table 8 illustrates the findings of /-tests (19-25) comparing the results of the third
year of America's Choice implementation (Y-3) third grade reading scores to seven of
the nine schools' reading scores prior to implementation (P-I). Schools A and B did not
have test score data for the third year of implementation (Y-3) because they had just
completed their third year of America's Choice implementation at the time of data
collection. This set of tests answered the third research question:
3. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after three years of America's
Choice implementation when compared to scores prior to implementation?
Results from these /-test comparisons were also divided. Student reading
achievement scores in one of the nine schools continued to decline significantly after
three years of America's Choice implementation (Y-3). Two schools' reading
achievement scores improved when comparing their second year of America's Choice
implementation scores (Y-2) to their third year implementation scores (Y-3), yet both
schools remained below original baselines (P-I). In contrast, four schools continued to
increase reaching achievement scores after three years of America's Choice
implementation (Y-3). Three of those schools showed statistically significant gains in
reading achievement scores.
Reading achievement scores from School H continued to decline in year three of
America's Choice implementation (Y-3) when compared to year one (Y-l) and year two
(Y-2). Students attending School H also displayed poorer reading achievement scores on
the CTBS/5 after three years of implementation of America's Choice (Y-3), (M= 48.262,
SD = 23.119) than those who had taken the test a year prior to implementation (P-I),
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(M= 61.263, SD = 23.131). Statistical analysis revealed that the students performed
significantly less after three years of America's Choice implementation (78) = t(2.51),
p < .0125, two-tailed. These results produced a negative effect size of -0.56 between the
two groups, which by convention would be considered a medium-sized negative effect
for School H (Glass & Hopkins, 1996).
Reading achievement scores from School F improved slightly in year three of
America's Choice implementation (Y-3) when compared to year two (Y-2). However,
students attending School F revealed poorer reading achievement scores on the CTBS/5
after three years of implementation of America's Choice (Y-3), (M= 60.04, SD = 20.99)
than those who had taken the test a year prior to implementation (P-I), (M = 66.11,
SD = 18.414). Statistical analysis revealed that the students performed significantly less
after three years of America's Choice implementation (207) = t(2.23), p < .017, twotailed. These results produced a negative effect size of -0.33 between the two groups,
which by convention would be considered a small negative effect for School F (Glass &
Hopkins, 1996).
Contrasting earlier results, students in School I performed considerably higher
after year three of America's Choice implementation (Y-3) when compared to year two
(Y-2). The students had previously performed slightly lower in reading achievement
scores after the second year of America's Choice implementation (Y-2) when compared
to their first year implementation scores (Y-l). After three years of implementation of
America's Choice comprehensive school reform (Y-3), (M= 50.6, SD = 17.171) the
student scores were significantly higher than the students who had taken the test a year
prior to implementation of America's Choice (P-I), (M= 34.875, SD = 14.61). Statistical
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analysis revealed that this gain in reading achievement scores was significantly greater
after three years of America's Choice implementation (29) = t(r2.15),p<

.0125, two-

tailed. These results produced a positive effect size of+1.08 between the two groups,
which by convention would be considered a very large positive effect for School I (Glass
& Hopkins, 1996).
Similarly, students in School C displayed slightly increased reading achievement
scores on the CTBS/5 after three years of implementation of America's Choice (Y-3)
when compared to their first (Y-l) and second year implementation scores (Y-2). After
three years of America's Choice implementation (Y-3), (M= 55.837, SD = 20.265) the
student scores were significantly higher than the students who had taken the test a year
prior to implementation of America's Choice (P-I), (M= 43.325, SD = 17.429).
Statistical analysis revealed that the students performed significantly greater after three
years of America's Choice implementation (81) = ?(-3.01),

< .0125, two-tailed. These

results produced a positive effect size of +0.72 between the two groups, which by
convention would be considered a large positive effect for School C (Glass & Hopkins,
1996).
Students in School E demonstrated similar results in reading achievement scores
on the CTBS/5 after three years of implementation of America's Choice comprehensive
school reform (Y-3) when compared to their first (Y-l) and second year (Y-2)
implementation scores. After three years of America's Choice implementation (Y-3),
(M= 60.049, SD = 17.19) the student scores were considerably higher than the students
who had taken the test a year prior to implementation of America's Choice (P-I),
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(M= 50.5, SD = 19.164). Statistical analysis revealed that the students performed
significantly greater after three years of America's Choice implementation
(85) = t(-2A3),p < .017, two-tailed. These results produced a positive effect size of +0.50
between the two groups, which by convention would be considered a medium-sized
positive effect for School E (Glass & Hopkins, 1996). Students attending Schools D and
G did not differ significantly when comparing data from P-I and Y-3.
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Table

10

Impact of America's Choice on Reading Achievement After Three Years of
Implementation (/-tests 19-25)

School

(P-I)

(P-I)

(Y-3)

(Y-3)

M

n

M

n

A

52.946

37

B

47.571

35

C

43.325

40

55.837

43

81

D

52.393

56

56.066

61

115

E

50.5

46

60.049

41

85

F

66.11

109

100

207

2.23

*0.0271

G

59.597

62

55

52

112

1.09

0.2769

H

61.263

38

48.262

42

78

2.51

*0.0141

I

34.875

16

50.6

15

29

60.04

df

t

Pr>t

-3.01 **0.0035
-0.99

0.3226

-2.43 **0.0170

-2.75 **0.0101

Note. Table 8 (*) indicates significant effect but in the negative direction, whereas (**) indicates significant
effect in the positive direction. All other values indicate insignificant results. M refers to NCE mean scores.
Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to sample size.
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Table 9 illustrates the findings of Mests (26-29) comparing the results of the
fourth year of America's Choice continuation (C-I) third grade reading scores to four of
the nine schools' (Schools C, G, H, and I) reading scores prior to implementation (P-I).
Schools A, B, D, E, and F did not have test score data for the fourth year of continuation.
This set of tests answered the fourth research question:
4. Is there any statistically significant evidence in reading achievement scores that
indicates the program is sustained after completion of the three years of
implementation?
Results from these /-test comparisons remain divided. Student reading
achievement scores in two of the four schools continued to decline significantly after four
years of America's Choice continuation (C-I). One of the remaining schools' reading
achievement scores decreased slightly between implementation year three (Y-3) and four
(C-I), yet statistical analysis indicate there were significant gains between year four (C-I)
and the year prior to implementation (P-I). The final school in this analysis continued to
show gains in reading achievement scores significantly after four years of America's
Choice continuation (C-I). This same school had continued to improve each year when
comparing year four continuation scores (C-I) to year three (Y-3), year two (Y-2), year
one (Y-l) and year prior to implementation of America's Choice (P-I).
Reading achievement scores from School H continued to decline in year four of
America's Choice continuation (C-I) when compared to year one (Y-l), year two (Y-2),
and year three (Y-3). Students attending School H also displayed significantly lower
reading achievement scores on the CTBS/5 after four years of continuation of America's
Choice (C-I), (M= 45.528, SD = 23.168) than those who had taken the test a year prior to
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implementation (P-I), (M= 61.263, SD = 23.131). Statistical analysis revealed that the
students performed significantly less after four years of America's Choice continuation
(72) = t(-2.92),p< .0125, two-tailed. These results produced a negative effect size of
-0.68 between the two groups, which by convention would be considered a medium- to
large-sized negative effect for School H (Glass & Hopkins, 1996).
Students attending School G exhibited relatively lower reading achievement
scores on the CTBS/5 after four years of America's Choice continuation (C-I) when
compared to their third year of implementation test scores (Y-3). When the researcher
compared fourth year continuation scores (C-I) to year one (Y-l) and year two (Y-2) for
School G, the scores were considerably higher. Even so, after four years of continuation
of America's Choice (C-I), (M- 50.5, SD = 20.984) the students scored significantly less
than those who had taken the test a year prior to implementation (P-I), (M = 59.597,
SD = 23.126). Statistical analysis revealed that the students performed significantly less
after four years of America's Choice continuation (124) = t(-2.3\),p < .0125, two-tailed.
These results produced a negative effect size of -0.39 between the two groups, which by
convention would be considered a small- to medium-sized negative effect for School G
(Glass & Hopkins, 1996).
Students in School I performed slightly lower after year four of America's Choice
continuation (C-I) when compared to year three (Y-3). The students performed relatively
higher in reading achievement scores after the fourth year of America's Choice
continuation (C-I) when compared to their first (Y-l) and second year implementation
scores (Y-2). After four years of continuation of America's Choice comprehensive school
reform (C-I), (M= 49.667, SD = 17.855) the student scores were significantly higher than
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the students who had taken the test a year prior to implementation of America's Choice
(P-I), (M= 34.875, SD = 14.61). Statistical analysis revealed that this gain in reading
achievement scores was significantly greater after four years of America's Choice
continuation (26) = t(2.4l),p<

.0125, two-tailed. These results produced a positive effect

size of+1.01 between the two groups, which by convention would be considered a very
large positive effect for School I (Glass & Hopkins, 1996).
Maintaining contrasting results, students in School C continued to display
increased reading achievement scores on the CTBS/5 after four years of continuation of
America's Choice (C-I) when compared to their first (Y-l) second (Y-2), and third year
implementation scores (Y-3). After four years of America's Choice continuation (C-I),
(M= 56.122, SD = 21.795) the student scores were significantly higher than the students
who had taken the test a year prior to implementation of America's Choice (P-I),
(M= 43.325, SD = 17.429). Statistical analysis revealed that the students performed
significantly greater after four years of America's Choice continuation (87) = £(3.01),
p < .0125, two-tailed. These results produced a positive effect size of +0.73 between the
two groups, which by convention would be considered a large positive effect for School
C (Glass & Hopkins, 1996).
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Table

10

Sustained Impact of America's Choice on Reading Achievement After Four Years of
Continuation (/-tests 26-29)

School

(P-I)

(P-I)

(C-I)

(C-I)

df

t

Pr>t

M

n

M

n

A

52.946

37

B

47.571

35

C

43.325

40

56.122

49

87

3.01 **0.0034

D

52.393

56

E

50.5

46

F

66.11

109

G

59.597

62

50.5

64

124

-2.31

*0.0223

H

61.263

38

45.528

36

72

-2.92

*0.0046

I

34.875

16

49.667

12

26

2.41 **0.0233

Note. Table 9 (*) indicates significant effect but in the negative direction, whereas (**) indicates significant
effect in the positive direction. All other values indicate insignificant results. M refers to NCE mean scores.
Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to sample size.
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Table 10 illustrates the findings of Mest (30) comparing the combined results of
the first year of America's Choice implementation (Y-l) third grade reading scores of
four of the nine schools' reading scores prior to implementation (P-I). This set of tests
answered the first research question for combined schools C, G, H, and I:
1. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after one year of America's
Choice implementation when compared to scores prior to implementation?
Results from this combined Mest comparisons proved to be insignificant. The
combined student NCE reading achievement scores from the four schools (C, G, H, and
I) actually declined after one year of America's Choice implementation (Y-l).
Students attending the combined schools (C, G, H, and I) displayed poorer
reading achievement scores on the CTBS/5 after one year of implementation of
America's Choice comprehensive school reform (Y-l), (M= 51.43, SD = 21.297) than
their predecessors who had taken the test a year prior to implementation of America's
Choice (P-I), (M= 53.295, SD = 22.966). Statistical analysis revealed that the students
did not perform significantly less after one year of America's Choice implementation
(340) = t(0.18),p > .0125, two-tailed.
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Table 10
Combined Impact of America's Choice on Reading Achievement in Schools C, G, H, and
I After One Year of Implementation (/-test 30)

Schools

(P-I)

(P-I)

M

n

(Y-l)
M

(Y-l)

df

t

Pr>t

0.78

0.4370

n

C, G, H, & I (combined)
53.295

156

47.491

186

340

Note. Table 10 (*) indicates significant effect but in the negative direction, whereas (**) indicates
significant effect in the positive direction. All other values indicate insignificant results. M refers to NCE
mean scores. Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to
sample size.
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Table 11 illustrates the findings of /-test (31) comparing the combined results of
the second year of America's Choice implementation (Y-2) third grade reading scores of
four of the nine schools' reading scores prior to implementation (P-I). This set of tests
answered the second research question for combined schools C, G, H, and I:
2. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after two years of America's
Choice implementation when compared to scores prior to implementation?
Results from this combined /-test comparisons also proved to be insignificant. The
combined student NCE reading achievement scores from the four schools (C, G, H, and
I) also declined after two years of America's Choice implementation (Y-2).
Students attending the combined schools (C, G, H, and I) displayed poorer
reading achievement scores on the CTBS/5 after two years (Y-2) when compared to the
first year (Y-l) of implementation of America's Choice comprehensive school reform.
Combined student scores for the second year of implementation (Y-2), (M= 49.181,
SD = 21.941) indicated that students scored lower than their predecessors who had taken
the test a year prior to implementation of America's Choice (P-I), (M= 53.295,
SD - 22.966). Statistical analysis revealed that the students did not perform significantly
less after two years of America's Choice implementation (303) = ?(1.60), p > .0125, twotailed.
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Table 10
Combined Impact of America's Choice on Reading Achievement in Schools C, G, H, and
I After Two Years of Implementation (/-test 31)

Schools

(P-I)

(P-I)

M

n

(Y-2)
M

(Y-2)

df

t

Pr>t

n

C, G, H, & I (combined)
53.295

156

44.636

149

303

1.60

0.1111

Note. Table 11 (*) indicates significant effect but in the negative direction, whereas (**) indicates
significant effect in the positive direction. All other values indicate insignificant results. M refers to NCE
mean scores. Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to
sample size.
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Table 12 illustrates the findings of /-test (32) comparing the combined results of
the third year of America's Choice implementation (Y-3) third grade reading scores of
four of the nine schools' reading scores prior to implementation (P-I). This set of tests
answered the third research question for combined schools C, G, H, and I:
3. Does a statistically significant difference exist in reading achievement mean
scores of students exiting primary (grade three) after three years of America's
Choice implementation when compared to scores prior to implementation?
Results from this combined t-test comparisons also proved to be insignificant. The
combined student NCE reading achievement scores from the four schools (C, G, H, and
I) continued to decline after three years of America's Choice implementation (Y-3).
Students attending the combined schools (C, G, H, and I) exhibited slightly higher
reading achievement scores on the CTBS/5 after three years (Y-3) when compared to the
first (Y-l) and second (Y-2) years of implementation of America's Choice
comprehensive school reform. Combined student scores for the third year of
implementation (Y-3), (M= 52.941, SD = 21.27) indicated that students scored lower
than their predecessors who had taken the test a year prior to implementation of
America's Choice (P-I), (M= 53.295, SD = 22.966). Statistical analysis revealed that the
students did not perform significantly less after three years of America's Choice
implementation (306) = <0.14), p > .0125, two-tailed.
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Table 10
Combined Impact of America's Choice on Reading Achievement in Schools C, G, H, and
I After Three Years of Implementation (/-test 32)

Schools

(P-I)

(P-I)

M

n

(Y-3)

(Y-3)

M

n

52.941

152

df

t

Pr>t

C, G, H, & I (combined)
53.295

156

306

0.14

0.8885

Note. Table 12 (*) indicates significant effect but in the negative direction, whereas (**) indicates
significant effect in the positive direction. All other values indicate insignificant results. M refers to NCE
mean scores. Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to
sample size.
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Table 13 illustrates the findings of t-test (33) comparing the combined results of
the fourth year of America's Choice continuation (C-I) third grade reading scores of four
of the nine schools' reading scores prior to implementation (P-I). This set of tests
answered the fourth research question for combined schools C, G, H, and I:
4. Is there any statistically significant evidence in reading achievement scores that
indicates the program is sustained after completion of the three years of
implementation?
Results from this combined t-test comparison continued to be insignificant. The
combined student NCE reading achievement scores from the four schools (C, G, H, and
I) continued to decline after four years of America's Choice continuation (C-I).
Students attending the combined schools (C, G, H, and I) exhibited slightly higher
reading achievement scores on the CTBS/5 after four years (C-I) when compared to the
second (Y-2) year of implementation of America's Choice comprehensive school reform.
Yet, combined student scores for the fourth year of continuation (C-I) fell considerably
below year one (Y-l) and year three (Y-3). Additionally, combined student scores for the
fourth year of continuation (C-I), (M= 51.037, SD = 21.685) indicated that students
scored lower than their predecessors who had taken the test a year prior to
implementation of America's Choice (P-I), (M= 53.295, SD = 22.966). Statistical
analysis revealed that the students did not perform significantly less after four years of
America's Choice continuation (315) = t (-.90),p> .0125, two-tailed.
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Table 10
Combined Sustained Impact of America's Choice on Reading Achievement in Schools C,
G, H, and I After Four Years of Continuation (/-test 33)

Schools

(P-I)

(P-I)

M

n

(C-I)
M

(C-I)

df

t

Pr>t

n

C, G, H, & I (combined)
53.295

156

51.037

161

315 -0.90

0.3687

Note. Table 13 (*) indicates significant effect but in the negative direction, whereas (**) indicates
significant effect in the positive direction. All other values indicate insignificant results. M refers to NCE
mean scores. Pr > t indicates the two-tailed probability of the obtained t value. For this table, n refers to
sample size.
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Table 14 illustrates the findings of the one way ANOVA comparing the results of
the fourth year of America's Choice continuation (C-I) third grade reading scores of four
of the nine schools' reading scores (Schools C, G, H, and I). Schools A, B, D, E, and F
did not have test score data for the fourth year of continuation; therefore they were
omitted from this analysis. This test also answered the fourth research question:
4. Is there any statistically significant evidence in reading achievement scores that
might indicate the program is sustained after completion of the three years of
implementation?
The F value obtained from the completed ANOVA, F= 2.38, p > 0.0680 was not
in the critical region. Therefore, the researcher failed to reject the null hypothesis and
concluded that these data did not provide evidence of significant differences among the
four populations of schools, in terms of indicating the program was sustained after
completion of the three years of implementation. A treatment effect did not exist.
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Table 10
ANOVA for Sustained Implementation of America's Choice After Four Years of
Continuation

Source

SS

df

MS

F

1128.7299

2.38

Pr>F

School
Model

Error

3386.1897

378715.3924

800

382101.5821

803

0.0680

473.3942

Corrected
Total

Note. Table 14 all values indicate insignificant results. SS refers to sum of squares, df refers to degrees of
freedom, MS refers to mean squares (variance), F refers to the obtained F -ratio, Pr> F refers to the Type I
error probability of the obtained F -value.
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Figure 4 follows the trend analysis for each of the four schools that had completed
their fourth year of continuation. Each school's reading NCE mean scores were plotted
beginning with their baseline score and each dot represents each year of implementation
and continuation score afterward. This set of data answered the fifth research question:
5. Is there a trend in reading achievement scores of students exiting primary (grade
three) after a four-year period of America's Choice implementation and
continuation?
It is important to note the consecutive, downward trend in reading
achievement scores School H experienced throughout the implementation of America's
Choice comprehensive school reform. Reading achievement NCE scores continued to
decline each year for School H throughout the four years of implementation. Likewise,
School G declined during the first two years of implementation, but made considerable
improvement during the third year. However, those improvements were not sustained
during the fourth year of continuation. School G declined considerably during the fourth
year of continuation.
In contrast to the afore mentioned trends, two schools did however show
successive progress throughout the implementation of America's Choice. School C
consecutively experienced positive reading achievement gains during each of the three
implementation years of America's Choice and continued to not only sustain that growth,
but demonstrated even higher reading achievement during the fourth year of continuation.
School I demonstrated considerable growth in reading achievement after the first
year of America's Choice implementation, but fell slightly during the second year.
During the third year of implementation, School I signified improvement in reading
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achievement scores, but then during the fourth year of continuation of America's Choice
their reading scores dropped slightly.
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America's C h o i c e Implementation Years

Figure 4
Reading Scores in Four of America's Choice Elementary Schools After Four Years of
Continuation
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Summary
The figures and tables presented in Chapter IV indicate there was no conclusive
evidence to either confirm or deny the statistically significant impact America's Choice
had on reading achievement in the schools studied. Though some schools showed
significant gains in reading achievement scores through the implementation of America's
Choice, others indicated significant declines, while others experienced no significant
changes.
Research Findings
For the five research questions in this study, null hypotheses were proposed,
based on a review of the literature on school reform and the relationship of school reform
to student achievement. Using SAS and a predetermined Bonferroni-corrected alpha level
for each of the nine schools studied, as mentioned earlier in Chapter III, results indicated
significance for several of the schools that were studied. Table 15 summarizes the results
of hypothesis tests.
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Table 10
Statistically Significant Differences Between Baseline Mean Reading Scores and Mean
Reading Scores After One to Four Years of America's Choice Implementation

Years of Implementation

1

2

3a

4b

(+)

(+)

School
A

(-)

(-)

(+)

(+)

B
C
D
E

(+)

F
G

(-)
(-)

H
I

(-)

(-)

(-)

(-)
(+)

(-)

(-)

(+)

(+)

Total
Note: Table 15 a plus sign (+) indicates a mean score significantly exceeded the baseline score (preimplementation) mean score. A negative sign (-) indicates a mean score was significantly lower than the
baseline (pre-implementation) mean score. All comparisons were Bonferroni-corrected t comparisons. (a)
Because data were not available, Schools A and B were not tested. (b) Because data were not available,
Schools A, B, D, E, and F were not tested.
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In the next stage of this research, Chapter V, the author discusses and summarizes
the results of the study. In addition implications, contributions, assumptions and
limitations, as well as recommendations for future research are provided.
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CHAPTER V
DISCUSSION

This chapter is divided into six sections. The first section presents the summary
and discussion of research findings through two sub-sections. The first sub-section
summarizes the literature review for this study. The second sub-section reviews the
discussion of results for each school from which information was obtained. The second
section of this chapter illustrates the implications of results through four sub-sections.
The first sub-section reports the analytical implications of the study. The second subsection details the methodological implications of the study. The third sub-section
specifies the theoretical implications of the study. Lastly, the fourth sub-section discusses
the managerial implications associated with the study. The third section of Chapter V
summarizes the contribution of this dissertation to the related literature. The fourth
section describes the assumptions and limitations of the study. The fifth section identifies
related topics and problems that require recommendations for future research. Finally,
the sixth section summarizes the conclusion of Chapter V.
Summary and Discussion of Research Findings
As the phrase suggests, exploratory research is frequently conducted because a
problem has not yet been clearly defined, or its real capacity is as yet uncertain. It permits
the researcher to familiarize him or herself with the problem or concept to be studied and
to sometimes create hypotheses to be tested. It is the preliminary research before
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more conclusive research is undertaken. Exploratory research helps establish the best
research design, data collection method, and selection of subjects. Sometimes exploratory
research concludes that a problem does not really exist (Bickman & Rog, 1998).
The research questions posited in Chapter I guided this quantitative exploratory
study to analyze the impact of the America's Choice comprehensive school reform design
on reading achievement in Kentucky's elementary setting. The ultimate goal of the
researcher was to determine if, and at what year of implementation, America's Choice
comprehensive design became institutionalized in such a way to ensure the reading needs
of all students were being met. The first stage in this exploration was a saturated review
of the literature on the subject matter.
Review of the Literature
A. review of the literature included both quantitative and qualitative research
found in technical reports, journals, and books. Exploratory research often begins by
investigating the literature broadly, then narrowing the focus as themes emerge (Bickman
& Rog, 1998). The main topic for review was school reform, which lead to the
interrelated tenets of high performance leadership, capacity building, professional
learning communities, and student achievement. A synthesis of research in those areas
exposed a strong connection between the interrelated tenets of school reform and their
relation to improving student achievement for all students. The literature review left the
researcher confident that more research should be done in the area of comprehensive
school reform.
The next part of the study involved determining an implemented comprehensive
school reform model in Kentucky to investigate. The researcher had been professionally
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occupied in Kentucky with the implementation of America's Choice comprehensive
school reform for the past three years at his present school, serving as literacy coach.
Through communication with the Regional Director for America's Choice, the researcher
discovered eight other schools in the state of Kentucky had previously completed the
three year implementation plan. Through this association and newly found information,
the researcher elected to study the America's Choice comprehensive school reform
model.
Discussion of Results
The results of this study were inconclusive. For the first research question, four
schools experienced statistically significant effects, while five schools did not. On the
second research question, five schools experienced statistically significant effects,
whereas four schools did not. For the third research question, five schools experienced
statistically significant effects, whereas three schools did not. On research questions four
and five, all four schools experienced statistically significant effects. Table 16 shows the
results of null hypotheses tests for each of the five research questions, where tests were
applicable.
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Table 10
Decision in Rejecting the Null Hypotheses for Each School

School

Question

Question

Question

Question

1

2

3

4

A

Reject (-)

Reject (-)

N/A

N/A

B

Fail to reject

Fail to reject

N/A

N/A

C

Reject (+)

Reject (+)

Reject (+)

Reject (+)

D

Fail to reject

Fail to reject

Fail to reject

N/A

E

Fail to reject

Fail to reject

Reject (+)

N/A

F

Fail to reject

Reject (-)

Reject (-)

N/A

G

Reject (-)

Reject (-)

Fail to reject

Reject (-)

H

Fail to reject

Reject (-)

Reject (-)

Reject (-)

I

Reject (+)

Fail to reject

Reject (+)

Reject (+)

Combined

Fail to reject

Fail to reject

Fail to reject

Fail to reject

Note. On Table 16, N/A refers to not applicable due to the lack of NCE reading achievement score data
availability from that school for that particular year. Combined refers to the combined f-test comparisons of
Schools C, G, H, and I. A negative sign (-) indicates a mean score lower than the baseline; a positive sign
(+) indicates a mean score higher than the baseline.
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The America's Choice comprehensive school reform model strongly contends
schools have in place the following principles: school administrator(s) dedicated to high
performance leadership and management, two full time literacy coaches responsible for
building instructional capacity, a supportive leadership team comprising a professional
learning community, and improved student achievement. Though the findings for this
study proved to be inconclusive, it is important to note the following information specific
to each school.
School A experienced successive statistically significant negative effects after
both completed years of America's Choice implementation, when compared to their year
prior to implementation scores. It is also important to note School A experienced many
barriers from the initial adoption of America's Choice implementation.
Though the statistics might lead the researcher to believe America's Choice
negatively affected School A's reading achievement scores, the reader is reminded that
School A had a different school administrator for each of the three years of
implementation. In addition, School A did not have two full-time literacy coaches to
professionally train and support the staff, as suggested by the America's Choice
comprehensive design. School A had two teachers who were given part-time release
during the day to train and support other staff members in the comprehensive design for
the first two years. In addition, School A did not have a consistent leadership team
throughout the implementation of the comprehensive reform of America's Choice.
During the third year of implementation, a full-time literacy coach was hired, but
was released at the end of the school year. In addition, School A had fallen into Level III
Assistance prior to the implementation of America's Choice design and was assigned
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three different state-appointed officials to restructure the school for three years, during
implementation. School A was a relatively small school, and had lost seven of their
eleven teachers during their third year of implementation as a result of turnover (D.
Allen, personal communication, July 6, 2005). With this being said the researcher
concluded that the four major tenets of America's Choice design (high performance
leadership and management, instructional capacity building, professional learning
communities, and student achievement) appeared weak or missing from School A.
School B did not experience statistically significant effects after their two years of
America's Choice implementation. However, subsequent to both years of
implementation, their reading scores fell below their year prior to implementation scores.
In addition, it should be noted here that School B had also been at Level III Assistance
prior to the implementation of America's Choice comprehensive design. They too had
been assigned two different state-appointed officials to help restructure the school for
three years, during the implementation of America's Choice design. School B had strong
administrative support, two full-time literacy coaches dedicated to improving student
achievement through professional development, leadership, and modeling, a supportive
faculty, and a strong leadership team. There had been no previous school wide efforts in
reading instruction. Each teacher had previously approached reading through their own
efforts (D. Allen, personal communication, July 6, 2005). The researcher concluded that
three of the four major tenets of America's Choice design (high performance leadership
and management, instructional capacity building, and professional learning communities)
appeared evident in School B. School B appeared to be weakest in student achievement,
the fourth tenet of America's Choice comprehensive school reform design.
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In a different manner School C experienced statistically significant positive
effects for all three successive years of America's Choice implementation. In addition,
their reading scores were not only sustained after the fourth year, but were statistically
significantly higher when compared to their scores the year before implementation. The
trend for School C was to continually improve in reading achievement scores as each
year of America's Choice implementation exceeded.
In contrast to Schools A and B, School C had not fallen into Level III assistance
prior to the implementation of America's Choice comprehensive design. In addition,
School C had a new administrative leader during their second year of America's Choice
implementation that would continue with the school for each year consecutive. He was by
all means and intentions considered supportive of the America's Choice design and
regarded as a strong instructional leader by his staff. School C had a strong leadership
team and faculty support for the program. School C had implemented Reading Recovery
prior to implementing America's Choice. The Reading Recovery teacher had stepped into
the fulltime position as literacy coach when School C adopted the America's Choice
design. Though School C did not follow the submission from America's Choice design to
employ two literacy coaches, their literacy coach was seen by others in the school as
effective and supportive (D. Allen, personal communication, July 6, 2005). In this case,
the researcher concluded that the four major tenets of America's Choice design (high
performance leadership and management, instructional capacity building, professional
learning communities, and student achievement) appeared evident in School C.
School D did not experience any statistically significant effects after three years
of America's Choice implementation. However, after each successive year of
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implementation, their reading scores continued to improve when compared to their year
prior to implementation scores. Also, School D had not fallen into decline prior to
implementation of the comprehensive design of America's Choice.
Leadership had remained constant throughout the implementation of the design.
School D also only employed one literacy coach. This person was, however considered to
be a strong educational leader by the faculty. The Leadership Team was small, as it only
consisted of the Principal and the literacy coach (D. Allen, personal communication, July
6, 2005).
There had been no specific reading programs within the facility prior to the
implementation of the America's Choice comprehensive design. One of the greatest
challenges School D faced throughout their implementation of the design was school
culture (D. Allen, personal communication, July 6, 2005). The researcher concluded that
of the four major tenets of America's Choice design, professional learning communities
appeared to be lacking in School D. High performance leadership and management,
instructional capacity building, and student achievement appeared evident in School D. It
could also be argued that, at least to some extent, high performance leadership and
management emerged through the works of the literacy coach in School D.
Likewise, School E did not experience any statistically significant effects after the
first two years of America's Choice implementation when compared to their year prior to
implementation. However, following both successive years of America's Choice
implementation, their reading achievement scores continually improved. After the third
year of implementation, School E experienced a statistically significant positive effect
when compared to their year prior to implementation of America's Choice.
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School E had not fallen into the assistance level prior to the implementation of the
comprehensive reform design of America's Choice. Leadership was consistent and
considered by the staff to be strong educationally and supportive. They too had only one
full time literacy coach who was also considered by the staff to be strong and effective.
School E had a strong leadership team with full commitment from the staff. There had
been no school wide efforts in reading prior to the implementation of the America's
Choice reform design. One of the greatest challenges School E faced during their
implementation of the comprehensive design was the decline in funded positions. As
each year passed, so did the amount of funding School E had for continuation of the
program (D. Allen, personal communication, July 6, 2005).
For School E, the researcher concluded that the four major tenets of America's
Choice design (high performance leadership and management, instructional capacity
building, professional learning communities, and student achievement) appeared evident.
Though School F did not experience any statistically significant effect after the
first year of America's Choice implementation, their reading achievement scores did fall
slightly below their baseline. During the second and third consecutive years of
implementation, School F continued to decline in reading achievement scores. Following
those two years, School F experienced statistically significant negative effects when
compared to their year prior to implementation.
School F had not fallen into decline prior to the implementation of America's
Choice comprehensive school reform design. To the contrary, they had been named a
Blue Ribbon School. Prior to the implementation of the America's Choice comprehensive
reform design, School F had employed a school wide reading program based on a
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neighboring district, which was considered by their school system to be effective (D.
Allen, personal communication, July 6, 2005).
Leadership had remained constant and was considered to be strong and supportive
by the faculty. School F had employed two full time literacy coaches, who were also
considered by the staff to be strong and effective. In addition, School F had a very
supportive leadership team (D. Allen, personal communication, July 6, 2005).
One of the biggest challenges School F faced during the implementation of the
America's Choice reform design was the several long-term staff who thought what had
been done previous to America's Choice was sufficient. Some of them served on the Site
Based Decision Making (SBDM) council and believed they had no voice in adopting the
America's Choice design. They were so opposed to implementing the program; they
wrote a four-page manifesto to the America's Choice Regional Director stating their
disapproval (D. Allen, personal communication, July 6, 2005).
For School F, the researcher concluded that two of the four major tenets of
America's Choice design (high performance leadership and management and
instructional capacity building), appeared discernible in School F. It can also be noted
that professional learning communities and student achievement appeared to be lacking.
Correspondingly, School G experienced statistically significant negative effects
after the first two successive years of America's Choice implementation, when compared
to their year prior to implementation scores. Though School G did not experience
statistically significant negative effects after the third year of implementation, their
reading achievement scores continued to decline. In addition, their reading scores
continued to decline after the fourth year, when compared to their scores the year prior to
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implementation. The trend for School G was to continually decline in reading
achievement scores as each year of America's Choice implementation exceeded.
School G had not fallen into the assistance level previous to the implementation
of the comprehensive model of America's Choice. Leadership had remained constant and
was considered to be strong and supportive by the staff. Prior to the implementation of
the comprehensive reform model, School G had utilized the Reading Recovery model for
reading instruction. Upon adoption of the America's Choice reform model, School G
employed two full time literacy coaches, as suggested by the reform model. Those two
coaches had previously served as the Reading Recovery instructors and were considered
by the faculty to be strong and effective. The leadership team was also considered to be
strong and effective by the staff (D. Allen, personal communication, July 6, 2005).
On behalf of this school, the researcher concluded that three of the four major
tenets of America's Choice design (high performance leadership and management,
instructional capacity building, and professional learning communities) appeared
observable in School G. One challenge School G had was to continue to show student
achievement during the implementation of a newly adopted comprehensive reform
model.
While School H did not experience any statistically significant effects during the
first year of America's Choice implementation, their reading achievement scores did drop
below their baseline. As three implementation years continued, School H experienced
statistically significant negative effects of America's Choice implementation for each
successive year. In addition, their reading scores not only sustained this negative trend
after the fourth year, but were statistically significantly lower when compared to their
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scores the year before implementation. The trend for School H was to continually decline
in reading achievement scores as each year of America's Choice implementation
exceeded.
School H had not fallen into the level of assistance prior to the implementation of
the comprehensive reform model of America's Choice. The school had previously
utilized Reading Recovery as their school wide reading program. Leadership did not
remain constant throughout the implementation of the reform model. The first principal,
who served during the first two years, was considered by the staff to be strong and
supportive of the design. The second principal, who entered into the third year of
implementation, was not considered by staff to exhibit the same level of support (D.
Allen, personal communication, July 6, 2005).
School H did employ two literacy coaches. However, only one was full time
while the other was part time release. The full time coach was the previous Reading
Recovery teacher, while the part time release coach was the librarian. The effectiveness
between the two coaches was inconsistent. The leadership team was small and not
consistent (D. Allen, personal communication, July 6, 2005).
One of the great challenges School H experienced during the implementation of
the comprehensive reform model of America's Choice was dysfunction within the school
culture. The previous administrator pushed the reform model to the point of alienation.
The full time coach shared a different focus than the part time release coach. Though the
part time coach was considered strong and effective by her peers, she lacked sufficient
time to commit to the design of the program (D. Allen, personal communication, July 6,
2005).
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The researcher concluded that School H appeared to be weak in the following
four major tenets of America's Choice design (high performance leadership and
management, instructional capacity building, professional learning communities, and
student achievement).
To the contrary, School I experienced a statistically significant positive effect
after their first year of America's Choice implementation. Though their performance on
the reading achievement scores after the second year was considerably higher than their
baseline score, they did not produce a statistically significant effect. Following their third
year of implementation and fourth year of continuation, School I experienced statistically
significant positive effects when compared to their scores the year prior to
implementation. Though School I dropped slightly in reading achievement scores during
their second and fourth years of implementation, their trend was to continually score
above their baseline score for all four years of implementation.
School I had previously fallen into Level III Assistance and had been assigned
two state-appointed officials to restructure the school for three years, during
implementation of the America's Choice design. The school had also previously utilized
Reading Recovery as their school wide reading program. Leadership remained constant
throughout the implementation of the reform model, though constancy is not the only
form of support needed. School I had only one full time literacy coach. She had
previously served as the Reading Recovery instructor. The leadership team was relatively
small, consisting only of the principal and literacy coach (D. Allen, personal
communication, July 6, 2005).
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One of the greatest challenges for School I was the amount of teacher turnover
each year. This was due in part to the school being located in the lowest paying school
district in the surrounding area (D. Allen, personal communication, July 6, 2005). With
this in mind, the researcher concluded that three of the four major tenets of America's
Choice design (high performance leadership and management, instructional capacity
building, and professional learning communities) appeared weak in School I. Though all
these tenets appeared weak, evidence of improved student achievement emerged. The
researcher was left to wonder what effect the state-appointed officials might have had on
improved student achievement.
Because the results of this study were subsequently inconclusive, many questions
remained unanswered. Several different implications could have possibly skewed the
results. The next section of this chapter will analyze some of the implications associated
with the study.
Implications
According to Babbie (1998), exploratory research is generally conducted for any
of three purposes. First, it may be used to satisfy a researcher's curiosity and desire for
better understanding. Second, it may be used to test the feasibility of undertaking a more
extensive study. Third, exploratory research may be used to develop the methods
employed in any subsequent study.
Because the researcher did not find another study in the literature review to
replicate, he created a way to examine this comprehensive school reform model through
exploratory research. The researcher conducted a confirmatory study, to confirm that
America's Choice comprehensive school reform model can raise test scores in reading.
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Because the author had small samples to work with, the findings could not be
generalized.
Internal validity pertains to the capability of a study to persuade the reader that
some educational treatment or effect being reported is caused by that treatment or effect
and not by some uncontrolled variables. The concept first emerged from a classic text by
Campbell and Stanley (1963). Since then, the notion has been further developed by other
researchers. Some of the most comprehensive research available on the topic is by
Shadish, Cook, and Campbell (2002). Other general works by Borg, Gall, and Gall
(1996) also discuss internal validity. The following three sub-sections will address
analytical, theoretical, and managerial implications that could have affected the study.
Analytical Implications
The threat to statistical regression can occur when treatment subjects are chosen
because they are extreme on some variable (i.e., very low or very high). Whenever a
score is really low, it tends to be higher in a second testing. Similarly, a comparatively
high score tends to be lower. Scores tend to regress toward the mean. The same students
were not repeatedly tested in this study. However, to the extent that students of similar
ability were likely to populate the schools in successive years, regression could have been
operating.
In only three of the nine cases, schools elected to adopt the comprehensive reform
model of America's Choice because they exhibited low test scores. Regression to the
mean in two of those three cases was not operating. This means that some rise in test
score could be automatically occurring whether the America's Choice treatment is
operating or not. For those two schools, they each continued to decline in reading

225

achievement scores. Only one of the three schools in decline showed improved reading
achievement scores. That could be due to regression to the mean. The same rule also
applied to the school that had previously been labeled a Blue Ribbon School, where their
reading achievement scores continued to decline after each year of America's Choice
implementation.
The threat to history occurs when things happen to the treatment subjects in
addition to the treatment that could account for why the treatment group is superior to the
non-treatment group. It is possible that some, all, or none of the nine America's Choice
schools could possibly have been involved in other programs, above and beyond
America's Choice implementation that could account for why they performed as they did.
In the cases where America's Choice schools scored higher than the state test
score averages, it could possibly be partly due to other implemented programs, changing
leadership, economics, state intervention, and other factors. An additional threat to
internal validity consists of cohort effects. Student groups fluctuate in academic ability
from year-to-year. Part of the reason average reading scores decreased or increased
related to changes in the ability level of students. In some years students were possibly
more capable of learning reading and thus had relatively higher scores.
Theoretical Implications
The theoretical framework for which this study was based was the implications of
No Child Left Behind (NCLB) and Adequate Yearly Progress (AYP). One threat to those
two mandated areas could include teachers' competing agendas to teach state standards as
opposed to national standards, in teaching to the test. Another threat could be fear of job
loss. Yet another threat could be a feeling of being overwhelmed with the amount of
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professional development involved with the comprehensive reform model of America's
Choice or the lack of available stipends needed to pay those required to attend them.
Those threats were beyond the researcher's control.
Managerial Implications
The threat of attrition can occur when some treatment subjects drop out of the
study because of the treatment. This could also indicate migrant students moving to or
from a population group during the middle of a school year, or the middle of a three or
more year implementation. Thus, some people measured on some post-test measure could
have been those who tolerated the treatment or those who were in the school at the time
of the test. It is highly possible that not all subjects who were tested had originally started
in the study or had even been given the full implementation of America's Choice
comprehensive school reform for each of the three implementation years (J. Petrosko,
personal communication, June 11, 2005).
Using archived data, given the intensity with which students migrate in lower
socio-economic schools, and considering the fact that there was considerable turnover in
school administration and staff in some of those schools, that was most likely a probable
implication for this study. The researcher was also unable to control for any of those
managerial variables.
The next section of this chapter discusses some of the contribution to the current
literature this study shall provide.
Contribution
The current literature on comprehensive school reform models is considerably
small, in comparison to school reform. This study should contribute to the existing
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literature on comprehensive school reform models. In addition, this study should
contribute to the existing literature on school reform, leadership, instructional capacity
building, professional learning environments, and student achievement.
The researcher recommends school administrators should sustain a vision for
change, encourage staff, modify standard operating procedures, monitor progress, and
cultivate and nurture teacher leadership through education and training (Hart, 1994;
Heller & Firestone, 1995; Patterson & Marshall, 2001). The researcher contends policymaking for shared leadership should begin with a clear view from inside the school
building, with full staff committal and support, rather than a top-down approach (DarlingHammond, 1990; Hargreaves, 1995; Kirst, 1995).
In order to successfully implement a comprehensive school reform initiative, the
researcher advocates clear communication around common goals and an institutionalized
culture of professionalism. Administrators should model and support collegial
partnerships. In addition, there should be mutual influence between teacher leader and
administrator (Anderson, 2002; Keedy & Simpson, 2002; Marks & Printy, 2003;
McDonald & Keedy, 2002).
The researcher recommends those involved in building instructional capacity set
the tone for staff by being open for people to voice opinions. In addition, those
responsible for building instructional capacity should receive high quality professional
development and training (DeMeulle, 1999; Dimmock, 2002; Laguardia, Brink, Wheeler,
Grisham, & Peck, 2002; Ross, Stringfield, Sanders, & Wright, 2003; Swanson, Snell,
Koency, & Berns, 2000).
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The author suggests leadership teams should have clear communication, promote
the development of effective school and community relations, and have a clear perception
of their place within the organization (Cardno, 1998b; Chrispeels & Martin, 2002;
Sanders & Harvey, 2002).
Additionally, the results of this study matched a number of those previously
reviewed in the current literature on improving student achievement. The research in this
study verifies administrators and teachers do affect student achievement. In addition, this
research indicates research-based instruction can have a positive effect on raising student
achievement (Leithwood & Jantzi, 2000; Maclver, Allen, Balfanz, & Byrnes, 2003;
Ponder, Webb, & Trawick, 2003; Reyes & Fletcher, 2003; Schmidt, Gillen, Zollo, &
Stone, 2002).
Assumptions and Limitations
Assumptions
There were two assumptions regarding this study. First, the researcher assumed
the obtained CTBS/5 scores from the Kentucky Department of Education were valid and
reliable measures of reading ability. Second, the author assumed that in connecting
holistic student achievement, by looking at the test scores of all third grade students, no
one had to be discounted. The scores of all students were calculated into this study, with
total disregard to those who received special educational services, spoke English as a
second language, or were African-American. The reader is reminded that those three
areas were what prevented Kentucky, as a whole, from meeting Adequate Yearly
Progress (AYP) in the Spring of 2004.
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Limitations
Among the limitations of this study were its restricted geographic area and its
limited time frame for implementation. First, all participants were from the state of
Kentucky and it is possible that individuals from other states might have scored
differently. A second limitation of the study was that it was not possible to compare all
nine schools to determine if the program was sustained after completion of the three years
of implementation. This was due to the fact that two of the schools were presently in their
third year of implementation during the collection of data phase for this study. It
confirmed that it was inconclusive in expanding the knowledge base for predicting
elementary student achievement in reading for all students using America's Choice
comprehensive school reform initiatives.
The next section of this chapter discusses the researcher's suggestions for further
research.
Recommendations for Future Research
Future research should focus on comparing America's Choice schools with a
subset of the state's schools that are most like the America's Choice cohort. The
researcher should sort the elementary school data on the basis of previous test scores on
other factors that identify schools with high at-risk population (e.g., low socio-economic
status, etc.). Then the America's Choice schools could be compared with a similar group
of schools. The researcher could determine whether the America's Choice schools were
any superior to other schools with an at-risk student population. This comparison would
allow for a more meaningful result to the practitioner.
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More sophisticated analysis, which screens for the confounding variables present
in all classrooms, is advised. Additionally, future studies that follow the same students
over time, by examining progress annually, would contribute to the knowledge base on
effective comprehensive school reform programs. America's Choice does not only
include reading as a subject area, but also writing, math, and science. Those subject areas
should also be considered when measuring the success of a comprehensive school
reform.
Another prospect for future study would be a qualitative study, which would tie
instructional methodology to achievement. The researcher should observe teachers and
students in the classroom setting, code strategies or behaviors, and then attempt to
associate those strategies and behaviors to student achievement. Qualitative research
should include parent involvement, to promote student achievement. Parent involvement
is considered to be important to the success of the America's Choice school design.
In addition, future qualitative research could attempt to determine to what degree
administrative leadership holds for the successful outcomes of the comprehensive school
reform model America's Choice. It would also be important to investigate the types of
shared leadership involved in schools that have successfully implemented the America's
Choice design. This information could help practitioners determine who was responsible
for making the leadership decisions and what leader was most responsible for
implementation.
The final section of this chapter provides the researcher's conclusion to the
research study and dissertation.
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Conclusion
The results of exploratory research are not usually useful for decision-making by
themselves, but they can provide significant insight into a given situation (Bickman &
Rog, 1998). The inconclusive results from this study are from nine different elementary
schools in six different school systems from the state of Kentucky. These schools vary in
size, location, socio-economic status, diversity, leadership, support, and reform
implementation. The researcher warns that these results should by no means be used to
generalize for other schools in or out of the state of Kentucky. In addition, the researcher
cautions that these results should by no means be used to make generalizations about the
effectiveness or ineffectiveness of the comprehensive school reform model of America's
Choice.
The primary purpose of this quantitative exploratory study was to analyze the
impact of the America's Choice (AC) comprehensive school reform model on reading
achievement in nine of Kentucky's elementary schools. A second purpose was to
determine if and at what point during the three year implementation plan the reform
model showed the most significant effect. A third purpose was to determine whether or
not schools sustained any such effects after the initial three year implementation plan.
Finally, a fourth purpose was to determine whether or not a trend in the data existed that
might suggest similarities within the findings of each of these schools.
The government continues to spend considerable amounts of tax money on
comprehensive school reform models yearly to improve educational outcomes. Districts
and schools are investing great time in efforts to improve their schools through the use of
these models. With the expense of America's Choice comprehensive school reform at
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approximately $72,000 per year for a minimum of three years, we must ask some
important questions.
1. Is this a worthwhile expenditure to get us where we need to be?
For some of the schools studied, this was a worthwhile expenditure. Unfortunately for
others, the benefit was not evident.
2. Will this program close the achievement gaps our school is experiencing?
Again, for some schools the results of this study might indicate that could be a
possibility. Regrettably for others, this evidence was not seen.
3. Will it provide the structure for how we want our students to learn and achieve?
In some of the schools examined, student achievement scores improved significantly. In
other schools, student scores did not improve. Unfortunately, for some schools student
scores declined. This question remains unanswered.
4. Will this program work in our school and community?
This program did appear to work in some schools. Sadly, for some schools it did not.
5. What year does America's Choice become a part of the culture of the school and
address all areas of AYP?
Results to this question remain inconclusive. Reading improvement was evident in some
schools during each year of implementation. Regrettably in some schools, reading
declined during each year of implementation. Each school is different and different
variables have to be considered, especially different levels of student ability sets. This
question also remains to be unanswered.

233

REFERENCES
Adair, J. (1986). Effective teambuilding. London: Pan Books.
Adler, F., & Lange, G. (1997, April). The contributions of children=s mastery
orientations to school achievement in the elementary grades. Presented at the
Biennial Meetings of The Society for Research in Child Development
Washington, D.C.
Alexander, K., & Entwistle, D. (1988). Achievement in the first two years of school:
Patterns and processes. Monographs of the Society for Research in Child
Development, 5J(Serial No. 218).
Allen, D., Knight, R., & Matthews, B. (2003). America's choice school design a good
choice for Kentucky. LaGrange: National Center on Education and the Economy.
Altrichter, H., & Elliott, J. (Eds.). (2000). Images of educational change. Buckingham,
UK: Open University Press.
Anderson, E. (1989). Jelly's Place. In C. D. Smith & W. Kornblum (Eds.), In the field:
Readings on the field research experience (2nd ed.). UK: Sterling Price.
Anderson, K. (2002). Changing roles and teacher leadership in schools. Rural Educator,
23(3), 1-6.
Armbruster, B. B., Lehr, F., & Osborn, J. (2001). Put reading first: The research building
blocks for teaching children to read. Washington, DC: Partnership for Reading.
Retrieved December 22, 2003, from
http://www.nifl.gov/nifl/partnershipfoiTeading/publications/PFRbooklet.html.
Atkinson, C. L. (1998). An analysis of the impact of "Success for All" on reading,
attendance, and academic self-efficacy with at-risk elementary school students.
Unpublished doctoral dissertation, Virginia Tech University.
Babbie, E. (1998). The practice of social research (8th ed.). London: Wadsworth
Publishing Co.
Bacharach, S. B. (1990). Education reform: Making sense of it all. Boston: Allyn &
Bacon.

234

Bacharach, S. B., Bauer, S. C., & Shedd, J. B. (1986). The work environment and school
reform. Teachers College Record, 88, 241-256.
Ball, S. J. (Ed.). (1987). The micropolitics of the school: Towards a theory of school
organization. New York: Methuen & Co.
Bell, L. (1992). Managing teams in secondary schools. London: Routledge.
Bickman, L., & Rog, D. J. (1998). How people learn: Brain, mind, experience, and
school. Washington, D. C.: National Academy Press.
Blase, J. (1990). Some negative effects of principals' control-oriented and protective
political behavior. American Educational Research Journal, 27, 727-753.
Blase, J., & Anderson, G. (Eds.). (1995). The micropolitics of educational leadership:
From control to empowerment. New York: Cassell.
Bol, L., Nunnery, J., Lowther, D., Dietrich, A., Pace, J., Anderson, R., Bassoppo - Moyo,
T. C., & Phillipsen, L. C. (1998). Education and Urban Society, 30, 358-384.
Brent, G., & DiObilda, N. (1993). Effects of curriculum alignment versus direct
instruction on urban children. Journal of Educational Research, 86, 333-338.
Brief, A. P., & Downey, H. K. (1983) Cognitive and organizational structures: A
conceptual analysis of implicit organizing theories. Human Relations, 36, 10651090.
Brown, S. M., & Walberg, H. J. (1993). Motivational effects on test scores of elementary
students. Journal of Educational Research, 86, 133-136.
Campbell, D. T., & Stanley, J. C. (1963). Experimental and quasi-experimental designs
for research. Chicago: Rand McNally.
Cardno, C. (1998a). Teams in New Zealand schools. Leading and Managing, 4(1), 47-60.
Cardno, C. (1998b, December). School self-review: the case of a secondary school Senior
Management Team. Paper presented at the meeting of the New Zealand
Association for Educational Research Conference. Dunedin.
Cardno, C. (2002). Team learning: Opportunities and challenges for school leaders.
School Leadership & Management, 22, 211-223.
Carnegie Forum on Education and the Economy. (1986). A nation prepared: Teachers for
the 21st century. New York: Report of the Task Force on Teaching as a
Profession.

235

Chrispeels, J. H., Castillo, S., & Brown, J. (2000). School leadership teams: A process
model of team development. School Effectiveness and School Improvement,
11(1), 20-56.
Chrispeels, J. H., & Martin, K. J. (2002). Four school leadership teams define their roles
within organizational and political structures to improve student learning. School
Effectiveness and School Improvement, 13, 327-365.
Clay, M. M. (1990). The early detection of reading difficulties. Hong Kong: Heinemann
Education.
Clay, M. M. (1993). An observation survey of early literacy achievement. Portsmouth,
NH: Heinemann.
Clegg, S. R., & Hardy, C. (1996). Organizations, organization, and organizing. In S. R.
Clegg, C. Hardy, & W. Nord (Eds.), Handbook of organization studies (pp. 1-28).
Thousand Oaks, CA: Sage Publications.
Clift, R., Johnson, M., Holland, P., & Veal, M. L. (1992). Developing the potential for
collaborative school leadership. American Educational Research Journal, 29,
877-908.
Coleman, M., & Bush, T. (1994), Managing with teams. In T. Bush & J. West-Burnham
(Eds.), The Principals of Educational Management. Harlow: Longman.
Coleman, J. S., Campbell, E. Q., Hobson, D. J., McPartland, J., Mood, A. M., Weinfeld,
F. D., & York, R. L. (1966). Equality of educational opportunity study.
Washington, DC: United States Office of Education. National Center for
Education Statistics.
Coley, R. J., & Coleman, A. B. (2004, September). The fourth-grade reading classroom.
Retrieved December 30, 2004 from http://www.ets.org/research/pic/reading.pdf.
Conley, D. T., & Goldman, P. (1994). Ten propositions for facilitative leadership. In J.
Murphy & K. S. Louis (Eds.) Reshaping the principalship: Insights from
transformational efforts (pp. 237-262). Thousand Oaks, CA: Corwin Press.
Creemers, B. (Ed.). (1994). The effective classroom. London: Cassell.
Darling-Hammond, L. (1990). Instructional policy into practice: "The power of the
bottom over the top." Educational Evaluation and Policy Analysis, 12, 233-241.
David, J. L. (1989). Synthesis of research on school-based management. Educational
Leadership, 46(9), 45-53.
David, J. L. (1994). School-based decision making: Kentucky's test of decentralization.
Phi Delta Kappan, 75, 706-712.

236

DeMeulle, L. (1999). "More than having a vision:" The emergence of teacher leadership
in a PDS. Research in the Schools, 6(1), 1-8.
Dimmock, C. (2002). School design: A classificatory framework for a 21st-century
approach to school improvement. School Effectiveness & School Improvement,
IS, 137-163.
Dunn, L. M. (Ed.). (1997). Peabody Picture Vocabulary Test(2>vA ed., Vol. 1). Circle
Pines, MN: American Guidance Service.
Edmonds, R., Billingsley, A., & Comer, J. (1973). Perspectives on inequality. A Black
response to Christopher Jencks' [Inequality] and certain other issues. Harvard
Educational Review, 43( 1), 76-91.
Elmore, R. F. (1979/80). Backward mapping: Implementation research and policy
decisions. Political Science Quarterly, 94, 601-616.
Elmore, R. F., & McLaughlin, M. W. (1988). Steady work. Santa Monica, CA: RAND.
English, F., & Steffy, B. (2001). Deep curriculum alignment. Lanham, MD: Scarecrow
Press.
Epstein, J. L., Coates, L., Salinas, K. C., Sanders, M. G., & Simon, B. (1997). School,
family, community partnerships: Your handbook for action. Thousand Oaks, CA:
Corwin.
Firestone, W. & Bader, B. (Eds.) (1992). Re-designing Teacher: professionalism or
bureaucracy? Albany: State University of New York Press.
Flecknoe, M. (2002). Democracy, citizenship and school improvement: What can one
school tell us? School Leadership and Management, 22, 421-437.
Fordam, S., & Ogbu, J. (1986). "Black students' school success: Coping with the burden
of acting white". Urban Review, 18, 176-205.
Fountas, I. C., & Pinnell, G. S. (1996). Guided reading: Good first teaching for all
children. Portsmouth, NH: Heinemann.
Fullan, M. (1993). Change forces. London, UK. Falmer Press.
Fullan, M. (2002). The change leader. Educational Leadership, 59(8), 16-20.
Fullan, M. G. (Ed.). (1999). Change forces: The sequel. London: Falmer Press.
Fullan, M., & Stiegelbauer, S. (1991). The new meaning of educational change.(2nd
Ed.). New York, NY: Teachers College Press.

237

Furman, G., & Starratt, R. (2002). Leadership for democratic community in schools. In
The educational leadership challenge: Redefining leadership for the 21st Century.
Chicago: National Society for the Study of Education.
Gaziel, H. H. (2002). Teacher empowerment reform and teacher perceived effectiveness:
Contradictory or complimentary? A theoretical framework and some empirical
evidence. Education & Urban Society, 30, 79-90.
Ginwright, S. A. (2000). Identity for sale: The limits of racial reform in urban schools.
Urban Review, 32, 87-104.
Glaser, B., & Strauss, A. (Eds.). (1967). The discovery of grounded theory. Chicago:
Aldine.
Glasgow, D. G. (1981). The Black underclass: Poverty unemployment and entrapment of
ghetto youth. New York: Jossey-Bass.
Glass, G. V., & Hopkins, K. D. (1996). Statistical methods in education and psychology
(3rd ed.). Boston: Allyn and Bacon.
Glickman, C. D. (1991). Pretending not to know what we know. Educational Leadership,
48(8), 4-10.
Goertz, M., & Duffy, M. (2003). Mapping the landscape of high-stakes testing and
accountability programs. Theory into Practice, 42(1), 4-11.
Grant, G. K., & Breese, J. R. (1997). Marginality theory and the African American
student. Sociology of Education, 70, 192-205.
Gravetter, F. J., & Wallnau, L. B. (Eds.). (2000). Statistics for the behavioral sciences
(5th ed., Vol.1). Belmont, CA: Wadsworth/Thomson Learning.
Hanna, D. (1997). The organization as an open system. In A. Harris, N. Bennett, & M.
Preedy's (Eds.), Organizational effectiveness and improvement in education (pp.
13-21). Philadelphia, PA: Open University Press.
Hargreaves, A. (1995). Renewal in the age of paradox. Educational Leadership, 52(1),
14-19.
Hargreaves, D. H. (2001). A capital theory of school effectiveness and improvement.
British Educational Research Journal, 27, 487-503.
Hart, A. W. (1990). Impacts of the school social unit on teacher authority during work
redesign. American Educational Research Journal, 27, 503-532.

238

Hart, A. W. (1994). Creating teacher leadership roles. Educational Leadership Quarterly,
30(4), 472-497.
Heck, R. H., Brandon, P. R., & Wang, J. (2001). Implementing site-managed educational
changes: Examining levels of implementation and effect. Educational Policy, 15,
302-322.
Heller, M. F,, & Firestone, W. A. (1995). Who's in charge here? Sources of leadership for
change in eight schools. The Elementary School Journal, 96(1), 65-86.
Holmes Group (1986). Tomorrow's teachers: A report of the Holmes Group. East
Lansing, MI: Author.
Hord, S. M. (1997). Professional learning communities: What are they and why are they
important? Issues.. . about Change, (5(1), Austin, TX: Southwest Educational
Development Laboratory. Retrieved from www.sedl.org.
Howse, R. R., Lange, G., Farran, D. C., & Boyles, C. D. (2003). Motivation and selfregulation as predictors of achievement in economically disadvantaged young
children. Journal of Experimental Education, 71, 151 -174.
Hunter, F. (Ed.). (1953). Community power structure. Chapel Hill: University of North
Carolina Press.
Johnson, S. M. (1990). Teachers at work: Achieving success in our schools. New York:
Basic.
Kaiser Family Foundation. (2004, November 1). Health insurance coverage in America,
2003 data update. Retrieved January 21, 2005, from
http: //www. kff. or g/uninsured/715 3. cfrn.
Keedy, J. L., & Achilles, C. M. (1997). The need for school-constructed theories in
practice in US school restructuring. Journal of Educational Administration, 35,
102-120.

Keedy, J. L., & Simpson, D. S. (2002). Principal priorities, school norms, and teacher
influence: A study of sociocultural leadership in the high school. Journal of
Educational Administration and Foundations, 16( 1), 10-4.
Kelley, C. K. (1998). The Kentucky school-based performance award program: Schoollevel effects. Educational Policy, 12, 305-324.
Kentucky Census Reports Media Release web page. Retrieved December 27, 2004, from
http://www.bea. gov/bea/regional/reis/drill.cfm?table=CAl 3&lc=31 &vears=2002&format=htm&areatype=21000&sort=l.

239

Kentucky Department of Education. (1990). Kentucky educational reform act of1990.
Frankfort, KY: Author.
Kentucky Department of Education Media Release web page. Retrieved December 27,
2004, from http://www.kde.state.ky.us/comm/mediarel/02r037.asp.
Kentucky Department of Education School Report Card Statute Media Release web page.
Retrieved December 27, 2004, from
http://www.education.ky.gov/KDE/About+Schools+and+Districts/School+Report
+Card+Statute+.htm.
Kentucky Teacher Media Release web page. Retrieved January 3, 2005, from
http://www.education.ky.gov.
Kentucky Workforce Media Release web page. Retrieved December 27, 2004, from
http://www.workforcekentuckv.ky.gov/cgi/dataanalvsis/labForceReport.asp7menu
choice^LABFORCE.
Kirst, M. W. (1995). Recent research on intergovernmental relations in education policy.
Educational Researcher, 24(9), 18-22.
Klecker, B. M., Austin, J. L., & Burns, L. T. (2000). An in-depth analysis of decisions
made by Kentucky's school based decision-making councils. Education, 120, 655668.

Kuhl, J., & Kraska, K. (1993). Self-regulation: Psychometric properties of a computeraided instrument. German Journal of Psychology, 17(1), 11-24.
Kyriakides, L., Campbell, R. J., & Christofidou, E. (2002). Generating criteria for
measuring teacher effectiveness through a self-evaluation approach: A
complementary way of measuring teacher effectiveness. School Effectiveness and
School Improvement, 13, 291-325.
Laguardia, A., Brink, B., Wheeler, M., Grisham, D., & Peck, C. (2002). From agents to
objects: The lived experience of school reform. Child Study Journal, 32(1), 1-18.
Lambert, L. (2005). Leadership for lasting reform. Educational Leadership, 62(5), 62-65.
Lange, G., Farran, D., & Boyles, C. (2000, March). Intervention through Title I-funded
preschools: Kindergarten-third grade achievement. Paper presented at the
meeting of the annual Gatlinburg Conference on Research and Theory in Mental
Retardation and Developmental Disabilities. San Diego, CA.
Lashway, L. (2003). Trends and issues: Role of the school leader. Clearinghouse on
Educational Policy and Management. Online at
http://eric.uoregon.edu/trends issues/rolelead/index.html.

240

Leithwood, K. (1994). Leadership for school restructuring. Educational Administration
Quarterly, 30, 498-518.
Leithwood, K., & Menzies, T. (1998). A review of research concerning the
implementation of site-based management. School Effectiveness and School
Improvement, 9, 233-285.
Leithwood, K., & Jantzi, D. (2000). Principal and teacher leadership effects: A
replication. School Leadership & Management, 20, 415-434.
Lincoln, Y., & Guba, E. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage.
Lloyd, D. N. (1978). Prediction of school failure from third grade data. Educational and
Psychological Measurement, 38, 1193-1200.
Lortie, D. C. (1975). School teacher: A sociological study. Chicago: University of
Chicago Press.
Mac Iver, D. J., Allen, R., Balfanz, R., & Byrnes, V. (2003). Removed from the list: A
comparative longitudinal case study of a reconstitution-eligible school. Journal of
Curriculum & Supervision, 18, 259-289.
Malen, B., & Ogawa, R. (1988). Professional-patron influence on site-based
organizational councils: A confounding case. Educational Evaluation and Policy
Analysis, 10, 251-270.
Marks, H. M., & Louis, K. S. (1999). Teacher empowerment and the capacity for
organizational learning. Educational Administration Quarterly, 35, 707-750.
Marks, H. M., & Printy, S. M. (2003). Principal leadership and school performance: An
integration of transformational and instructional leadership. Educational
Administration Quarterly, 39, 370-397.
Maryland State Department of Education. (1999). Maryland school performance report
1999: State and school systems. Baltimore, MD: Maryland State Department of
Education.
Mawhinney, H. B. (1999). Reappraisal: The problems and prospects of studying the
micropolitics of leadership in reforming schools. School Leadership &
Management, 19, 159-170.
May, J. H. (1992). Teacher culture from the inside: A case study of change from the
perspective of active participant observer. In R. T. Clift & C. M. Evertson's Focal
points: Qualitative inquiries in teaching and teacher education (1992).
Washington, D.C.: ERIC Clearinghouse.

241

McCarthy, C. (1995). The problem with origins: Race and the contrapuntal nature of the
educational experience. In C. Slater and P. L. McLaren (Ed.), Multicultural
Education, Critical Pedagogy, and the Politics of Difference (pp. 105-128).
Albany: State University of New York Press.
McDonald, D. H., & Keedy, J. L. (2002, April). Principals as teacher leaders in the
Kentucky Education Reform Act Era: Laying the groundwork for high-achieving,
low-income schools. Paper presented at the meeting of the American Educational
Research Association. New Orleans.
McKelvey, B. and Sekaran, U. (1977). Toward a career based theory of job involvement:
A study of scientists and engineers. Administrative Science Quarterly, 22, 281305.
Merriam, S. B. (Ed.). (1998). Case study and research in education: A qualitative
approach. (2nd ed.) San Francisco: Jossey-Bass.
Miles, M., & Huberman, A. M. (1984). Qualitative data analysis: A sourcebook of new
methods. Newbury Park, CA: Sage.
Ministry of Education (1993 April 3-4). National education guidelines, The Education
Gazette. Wellington: Learning Media.
Mitchell, A. (2000). Goals 2000: Case study of reforming districts. Washington, DC:
Department of Education, Program Evaluation Services.
Murphy, J. (1999). The quest for a center: Notes on the state of the profession of
educational leadership. Columbia, MO: University Council for Educational
Administration.
Murphy, J. (2002a). Reculturing the profession of educational leadership: New
blueprints. In J. Murphy (Ed.), The educational leadership challenge: Redefining
leadership for the 21st century (pp. 65-82). Chicago: University of Chicago Press.
Murphy, J. (2002b). Reculturing the profession of educational leadership: New
blueprints. Educational Administration Quarterly, 38(2), 176-191.
Murphy, J., & Adams, J. E. Jr. (1998). Reforming America's schools: 1980-2000.
Journal of Educational Administration 36, 426-444.
National Commission on Excellence in Education (1983). A Nation at Risk: The
Imperative for Educational Reform. Washington, D. C.: U. S. Department of
Education.

242

Newmann, F., King, B., & Youngs, P. (2000, April). Professional development that
addresses school capacity. Paper presented at the annual meeting of the American
Educational Research Association, New Orleans, LA.
Odden, E. R., & Wohlstetter, P. (1995). Making school-based management work.
Educational Leadership, 52(5), 32-36.
Ogbu, J. (1995). Cultural problems in minority education: Their interpretations and
consequences - part one: Theoretical background. Urban Review, 27, 189-205.
Ogbu, J. (1995). Cultural problems in minority education: Their interpretations and
consequences - part two: Case studies. Urban Review, 27, 271-297.
Oldfather, P. (2002). Students' experiences when not initially motivated for literacy
learning. Reading and Writing Quarterly: Overcoming Learning Difficulties, 18,
231-256.
Parasuraman, A., Zeithaml, V. A., & Berry, L. L. (1991). Understanding customer
expectations of service. Sloan Management Review, Spring, 39-48.
Patterson, J. A., & Marshall, C. (2001). Making sense of policy paradoxes: A case study
of teacher leadership. Journal of School Leadership, 11, 372-398.
Pinker, S. (1994). The language instinct. New York: William Morris & Co., Inc.
Ponder, G., Webb, S. M., & Trawick, A. R. (2003). The success cycle at Hunter
Elementary. Journal of Curriculum and Supervision, 18, 222-239.
Prestine, N. (1991, April). Completing the Essential Schools metaphor: Principal as
enabler. Paper presented at the meeting of the Annual Meeting of the American
Educational Research Association. Chicago.
Reyes, P., & Fletcher, C. (2003). Successful migrant students: The case of mathematics.
Journal of Curriculum & Supervision, 18, 306-333.
Rose v. Council for Better Education, Inc., Ky. 790. S. W. 2d 186 (1989).
Rosenholtz, S. J., & Smylie, M. A. (1984). Teacher compensation and career ladders.
Elementary School Journal, 85, 149-166.
Ross, S., Alberg, M., Smith, L., Anderson, R., Bol, L., Dietrich, A., Lowther, D., &
Phillipsen, L. (2000). Using whole school restructuring designs to improve
educational outcomes: The Memphis story at Year 3. Teaching and Change, 7 (2),
112-126.

243

Ross, S. M., & Lowther, D. L. (2003). Impacts of the Co-nect school reform design on
classroom instruction, school climate, and student achievement in inner-city
schools. Journal of Education for Students Placed at Risk, 8, 215-246.
Ross, S. M., Stringfield, S., Sanders, W. L., & Wright, S. P. (2003). Inside systemic
elementary school reform: Teacher effects and teacher mobility. School
Effectiveness and School Improvement, 14, 73-110.
Sanders, M. G., & Harvey, A. (2002). Beyond the school walls: A case study of principal
leadership for school-community collaboration. Teachers College Record, 104,
1345-1369.
Schmidt, P. R., Gillen, S., Zollo, T. C., & Stone, R. (2002). Literacy learning and
scientific inquiry: Children respond. Reading Teacher, 55, 534-549. Retrieved
February 12, 2004, from http://web20.epnet.com.
Schulte, A. (1994). Including children with disabilities in school-based change. (Grant
proposal). Raleigh, NC: North Carolina State University.
Scott, W. R. (Ed.). (1992). Organizations: Rational, natural and open systems (3rd ed.).
Englewood Cliffs, NJ: Prentice Hall.
Seidman, I. E. (1991). Interviewing as qualitative research: A guide for researchers in
education and the social sciences. New York: Teachers College Press.
Senge, P. M. (Ed.). (1990). The fifth discipline: The art and practice of learning
organizations. New York: Doubleday Currency.
Shadish, W. R., Cook, T. D., & Campbell, D. T. (2002). Experimental and quasiexperimental designs for generalized causal inference. Boston: Houghton Mifflin.
Slavin, R. E. (1991). Chapter I: A vision for the next quarter century. Phi Delta Kappan,
72(8), 586-592.
Smylie, M. A., & Denny, J. W. (1990). Teacher leadership: Tensions and ambiguities in
organizational perspectives. Educational Administration Quarterly, 26, 235-259.
Smylie, M. A., Lazarus, V., & Brownlee-Conyers, J. (1996). Instructional outcomes of
school-based participative decision making. Educational Evaluation and Policy
Analysis, 18, 181-198.
Spillane, J. P., & Thompson, C. L. (1997). Reconstructing conceptions of local capacity:
The local education agency's capacity for ambitious instructional reform.
Educational Evaluation and Policy Analysis, 19, 185-203.

244

Spradley, J. P. (Ed.). (1980). Participant observation. New York: Holt, Rinehart &
Winston.
Stallings , J. A., & Kowalski, T. (1991). Research on professional development schools.
In W. R. Houston (Ed.), Handbook of research on teacher education (pp. 251263). New York: Macmillan.
Stipek, D., Feiler, R., Daniels, D., & Milburn, S. (1995). Effects of different approaches
on young children's achievement and motivation. Child Development, 66, 209223.
Stipek, D., & Ryan, R. (1997). Economically disadvantaged preschoolers: Ready to learn
by further to go. Developmental Psychology, 33(4), 711-723.
Swanson, J., Snell, J., Koency, G., & Berns, B. (2000). The role of teacher leaders in
scaling up standards-based reform. Paper presented at the meeting of the Annual
Meeting of the American Educational Research Association. New Orleans, LA.
Teddlie, C., & Reynolds, D. (Eds.). (2000). The International handbook of school
effectiveness research. London: Falmer.
Tucker, M. S., & Codding, J. B., (1998). Standards for our schools. San Francisco:
Jossey-Bass.
United States Department of Education, (n.d.) ED.gov. Retrieved August 12, 2004, from
http://www.ed.gov/policy.
United States Department of Education, (n.d.) In Reading First. Retrieved January 2,
2004, from http://www.ed.gov/policy/elsec/leg/esea02/pg2.html
Van Maanen, J., & Katz, R. (1976). Individuals and their careers: Some temporal
considerations for work satisfaction. Personnel Psychology, 29, 601-616.
Wallace, M. (2000). Integrating cultural and political perspectives: The case of school
restructuring in England. Educational Administration Quarterly, 36, 608-632.
Wheatley, M. (Ed.). (1994). Leadership and the new science. San Francisco: BerrettKoehler Publishers Inc.
Whitaker, K. S. (1997). Developing teacher leaders and the management team concept: A
case study. The Teacher Educator, 33, 1-16.
Wohlstetter, P., Van Kirk, A. N., Robertson, P. J., & Mohrman, S. A. (1997). Organizing
for successful school-based management. Alexandria, VA. Association for
Supervision and Curriculum Development.

245

Yin, R. K. (Ed.). (1989). Case study research: Design and methods (2nd ed.). BeverlyHills, CA: Sage.
Yin, R. K. (Ed.). (1993). Applications of case study research. Newbury Park, CA: Sage
Publications.
Zeichner, K. M. (1991). Contradictions and tensions in the professionalization of
teaching and the democratization of schools. Teachers College Record, 92, 363379.

246

APPENDIXES
PAGE
A. Approval Letter from America's Choice Regional Director

248

B. Sworn Affidavit for Test Data from Kentucky Department of Education

251

C. Permission Letter from IRB University of Louisville

252

D. Permission Letter from IRB Western Kentucky University

254

247

APPENDIX A
INFORMED CONSENT DOCUMENT

Project Title: _Reading Achievement: The Impact of America's Choice in Kentucky's
Schools
Investigator: _ D r . Jeanne Fiene, Department of Educational Administration, Leadership &
Research
(270) 745-4890
Co-Investigator:

Brent M. VanMeter, Doctoral Student, Western Kentucky University and
University of Louisville

You are being asked to participate in a project conducted through Western Kentucky University
and the University of Louisville. The University requires that you give your signed agreement to
participate in this project.
The investigator will explain to you in detail the purpose of the project, the procedures to be
used, and the potential benefits and possible risks of participation. You may ask him or her any
questions you have to help you understand the project. A basic explanation of the project is
written below. Please read this explanation and discuss with the researcher any questions you
may have.
If you then decide to participate in the project, please sign on the last page of this form in the
presence of the person who explained theproject to you. You should be given a copy of this
form to keep.
1.
Nature and Purpose of the Project: To assess the impact of America's Choice
comprehensive school reform model on third grade reading achievement CTBS/5 scores for each
year of implementation, in comparison to their year prior to implementation scores. This study
will solely use existing successive reading achievement data from third grade students in nine of
Kentucky's elementary schools that have previously undergone at least three years of America's
Choice comprehensive school reform model.

2.
Explanation of Procedures: This study will utilize quantitative successive test data for
reading in grade three students collected from each of the nine America's Choice elementary
schools in Kentucky over a five-year period. The researcher will collect Normal Curve
Equivalency (NCE) scores from the Comprehensive Test of Basic Skills (CTBS/5) of third grade
students for the year prior to implementation, three consecutive years following implementation,
and the fourth year of continuation in schools that have implemented America's Choice for the
fourth year.
Data collection will begin for each school in the spring of the school year prior to their
implementation of America's Choice comprehensive school reform. This successive data will
give the researcher pre-treatment information to be used as a baseline for each schooi. The
independent variables for this study are the years of implementation and grade levels. Year levels
will be disaggregated by years of implementation in accordance with the criteria oudined in the

248

research questions (P-I, year prior to implementation; Y-l, year one of implementation; Y-2,
year two of implementation; Y-3, year three of implementation; and C-I, year following the three
year implementation). Grade three reading achievement scores will be analyzed from the nine
schools for each year of implementation. In addition, the researcher will also compare the state
mean for Kentucky CTBS/5 scores in grade three reading for each of the years implemented for
each school.
Since all nine schools did not enter into America's Choice comprehensive school reform
during the same school year, and some schools have been in the program longer than others, the
researcher can only investigate seven of the nine schools that have completed the third year of
implementation (Y-3). In addition, the researcher will only be able to inspect four schools that
have completed the school year following three years of implementation (C-I). In this case, the
researcher will attempt to determine whether or not sustained effects for reading occurred during
the continuing year of implementation (Heller & Firestone, 1995).
This disaggregation is based on the researcher's efforts to illustrate the three-year
implementation phase of America's Choice design these schools have gone through in
comprehensive school-wide reform. The dependent variables are the successive, Normal Curve
Equivalency (NCE) scores from the Comprehensive Test of Basic Skills (CTBS/5) of third grade
students in reading. In addition, the researcher will compare the state mean in grade three reading
achievement scores from the CTBS/5 for each of the years under investigation.
3.
Discomfort and Risks: There are and will be no known discomforts and/or risks. Since
the researcher will solely be working with existing test data and each school will be kept totally
confidential. The investigator and co-investigator will only be working with existing test score
data. Since the research team will not be in direct contact with students, schools, or districts,
-there should be no known discomfort or risks involved.
4.
Benefits: This study is particularly important today since Title I traditional programming
has been so criticized due to its perceived lack of positive academic impact (Atkinson, 1998).
This knowledge would be beneficial to the state, district, and local personnel of Kentucky public
schools as they consider Comprehensive School Reform models in meeting the needs of all
students through adequate yearly progress as we approach No Child Left Behind (NCLB) in
2014. NCLB sets demanding accountability standards for schools, school districts, and states,
including new state testing requirements designed to improve education (Lunenburg, 2003).
States hold schools and districts accountable for adequate yearly progress toward the goal of all
students meeting their state-defined proficient levels by the end of the school year 2013-2014.
Adequate yearly progress is a measure of year-to-year student achievement on statewide
assessments (KDE, 2004).
5.
Confidentiality: At no time during this study, or after its completion, will any
personally identifiable information for student, teacher, school, or district be made public.
Research data will be stored on Western Kentucky University's campus, in the office of Dr.
Jeanne Fiene (the lead investigator) in a locked file cabinet for a minimum of three years. At the
end of that time, all data will be permanently destroyed. Student, teacher, school, and district
confidentiality wil] be protected at all times.
6.
Refusal/Withdrawal: Refusal to participate in this study will have no effect on any
future services you may be entitled to from the University. Anyone who agrees to participate in
irbform rif (revised January 20Q5)

Download this application at htip f/wwv. v,ku
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edu'Dept/Support/SponsPrg/granls/pols/hsrb r.tm

Oris study is free to withdraw from Che study at any time with no penalty.
You understand also that it is not possible to identify all potential risks m an experimental

npifijnt, fw/jir,*. tk(,f rvnirmnhl* ™fo<p,nr/b hmrr hmt tnlpn In minimis hrdk the
knawnyindpotentia^buLimknown risks.
ore of Participant

(ANlQiA ( w f c u .
Witness

Dale

THE DATED APPROVAL ON THIS CONSENT FORM INDICATES THAT
THIS PTtOJECT HAS BEEN REVIEWED AND APPROVED BY
THE WESTERN KENTUCKY UNIVERSITY HUMAN SUBJECTS REVIEW BOARD
Dr. Phillip E. Myers, Human Protections Administrator
TELEPHONE: (270)745-4652
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AFFIDAVIT OF NONDISCLOSURE

L

i

C

b

i

fir\

W f u f -ZD, 'ZDO^

(Job Title)

fe^A.

(Date of Assignment of KDE Project)

IVWcVM-^ g*A ( K J . 4pLou'i<J

(Educational Institution, State or Local
agency or instrumentality)

72o

Wa^J

.^vm-VKs

k U A ^

3

(Requested Kentucky Department of
Education Date Base or File Containing
Identifiable Information)

A^J-^iq-/

t

(Address)

i. F x m v ^ L c M Y A t r
_ do solemnly swear (or affirm) that w h e n given
access to the subject Kentucky Department of Education data base or file, I will not
(i)

(ii)

(iii)

use or reveal any individually identifiable information
furnished, acquired, retrieved or assembled by me or
others for any purpose other than statistical purposes
specified in the KDE survey, project, contract, or
proposed research;
make any disclosure or publication whereby a sample
unit or survey respondent could be identified or the
data furnished by or related to any particular person
can be identified; or
permit anyone other than the individuals authorized
by the Commissioner of the Kentucky Department of
Education to examine the individual reports.

(Signature)
[The penalty for unlawful disclosure is a fine of not more than $250,000 (under 18 U.S.C. 3571) or
imprisonment for not more than five years (under 18 U.S.C. 3559), or both. The word "swear" should be
stricken out when a person elects to affirm the affidavit rather than to swear to it.]
City/County of ttjciU. >\
Sworn to and

filsL^

I

Commorwe^Jth/State of

kHlcHl.!

subscribed before me this affl^dav of

10 Of

Witness mv hand and

(j

official Seal.

D f t

/"T?

Qy^/^fyU^-

Notary Public/Seal
My C o m m i s s i o n e x p i r e s
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HUMAN SUBJECTS PROTECTION
PROGRAM OFFICE

Ikmersity of Loujsville
MedCenter One. Suite 200
501 £ Broadway
Louisvrlle. Kentucky 40202-1798

IMVERSm'^IDUISVILLE

Office.
Fax:

dare to be great

502-852-5188
502-852-2164

July 18,2005

Joseph Petrosko, PhD
(Dr. Jeanne Fiene)
Leadership, Foundation & Human Resource
University of Louisville
Belknap Campus
Louisville, Kentucky 40292
RE: Study #399.05 - Reading Achievement: The Impact of America's Choice in Kentucky's
Schools
Dear Doctor Petrosko:
This study has been reviewed by the chair of the Institutional Review Board (IRB) and approved
through the Expedited Review Procedure, according to 45 CFR 46.110(b), since it is research on
individual or group characteristics or behavior (including, but not limited to, research on perception,
cognition, motivation, identity, language, communication, cultural beliefs or practices, and social
behavior) or research employing survey, interview, oral history, focus group, program evaluation,
human factors evaluation, or quality assurance methodologies.
This study was also approved through 45 CFR 46.116 (D), which means that it has been granted a
waiver of informed consent because it meets the following criteria:
•
•
•

The research involves no more than minimal risk to the subjects.
The waiver or alteration will not adversely affect the rights and welfare of the subjects.
The research could not practicably be carried out without the waiver or alteration.
Whenever appropriate, the subjects will be provided with the additional pertinent information
after participation.

The following items have been approved:
•
•
•
•

Protocol, undated
Study Synopsis undated
Current Curriculum Vitae for Principal Investigator
Current HIPAA and CITI training verification for research personnel

Your study now has final IRB approval through 7/14/2006. The committee will be advised of this
action at their next full board meeting.
Please note that the IRB follows the principles of the Belmont Report, is in compliance with Good
Clinical Practice Guidelines as defined by the U.S. Food and Drug Administration and the Department
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of Health and Human Services under the Code of Federal Regulations (21 CFR Parts 50 and 56; 45
CFR 46) and International Conference on Harmonization (ICH) Guidelines (Section E6).
You should complete and return the Progress Report/Continuation Request Form EIGHT weeks prior
to 7/14/06, in order to ensure that no lapse in approval occurs.
Best wishes for a successful study. Please send all inquires and electronic revised/requested
items to our office email address at hsppofc@louisville.edu.
Sincerely,

Patncia K. Leitsch, Ph.D., Chair,
Behavioral/Social/Educational Institutional Review Board
PKL/nik
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WESTERN
KENTUCKY
UMVERSITY

Office of Sponsored Programs
270-745-4652
FAX: 270-745-4211
sponsored.programsffwku edu

Western K e n t u c k y U n i v e r s i t y
1906 C o l l e g e H e i g h t s Blvd. 911026
B o w l i n g G r e e n . KY 42101-1026

The Spirit Makes the Master

In future correspondence please refer to HS06-003, July 20, 2005
Brent M. VanMeter
220 Race Street
Smiths Grove, KY

42171

Dear Brent:
Your revision to your research project, "Reading Achievement: The Impact of America's Choice in
Kentucky's Schools" was reviewed by the H
S
R
B and it has been determined that risks to subjects arer (1)
minimized and reasonable; and that (2) research procedures are consistent with a sound research design and
do not expose the subjects to unnecessary risk. Reviewers determined that: (1) benefits to subjects are
considered along with the importance of the topic and chat outcomes are reasonable; (2) selection of
subjects is equitable; and (3) the purposes of the research and the research setting is amenable to subjects'
welfare and producing desired outcomes; that indications of coercion or prejudice are absent, and that
participation is clearly voluntary.
1.

In addiuon, the IRfi found thai you need to orient participants as follows: (!) signed informed consent
is Qot required from each human subject as data is being retrievedfroma secondary source (Kentucky
Department of Education); (2) Provision is made for collecting, using and storing data m a manner that
protects the safety and privacy of the subjects and the confidentiality of the data. (3) Appropriate
safeguards are included to protect therightsand welfare of the subjects.
This project is therefore approved at the Exempt Review Level until July 15,2006.

2.

Please note that the institution is not responsible for any actions regarding this protocol before
approval. If you expand the project at a later date to use other instruments please re-apply. Copies of
your request for human subjects review, your application, and this approval, are maintained m the
Office of Sponsored Programs at the above address. Please report any changes to this approved
protocol to this office. A Continuing Review protocol will be sent to you in the future to determine the
status of the project.

Sincerely,

Sean Rubino, M.P.A.
Compliance Manager
Office of Sponsored Programs
Western Kentucky University

cc: HS file number Bent VanMeter HS06-003

J(tyrM&tyh
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Brent McNeill VanMeter
220 Race Street
Smiths Grove, KY 42171
(270) 597-9158
bvanmeterl@aol.com

ACADEMIC DEGREES

PhD, Educational Leadership and Organizational Development
University of Louisville & Western Kentucky University,
Louisville and Bowling Green, KY
December 2005
Dissertation: Reading Achievement: The Impact of America's Choice
in Kentucky's Schools
Master of Arts in Education Degree, May 1997
Western Kentucky University, Bowling Green, KY
Major: Reading Specialist/Literacy
Bachelor of Science Degree, December 1994
Western Kentucky University, Bowling Green, KY
Major: Elementary Education, Minor: Language Arts
Bachelor of Science Degree, May 1986
Western Kentucky University, Bowling Green, KY
Major: Interior Design, Minor: Industrial Technology

CERTIFICATIONS

Instructional Supervisor Certificate, Level 2
Provisional Certificate for Instructional Leadership, Level 2
Title I Coordinator Eligibility, Part A and D
Federal Grant Coordinator Eligibility
Provisional Teaching Certificate, Grades K-6
Reading Specialist Endorsement, 1-8

EMPLOYMENT

Reading Intervention Specialist, Bowling Green Independent
Schools, 2005 - Present
Manage school literacy initiatives. Design and deliver effective,
research-based professional development activities for primary and
intermediate teachers. Conduct literacy workshops to ensure successful
literacy implementations.
Literacy Coach, Bowling Green Independent Schools,
2003 - 2005
Designed and delivered staff development for elementary and intermediate teachers on topics including best practice, diversity, standardsbased units, writing and scoring open-response questions, and
analyzing student work to enhance learning. Participated in grant
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writing opportunities to provide additional resources for school,
Monitored progress of America's Choice comprehensive reform
initiatives and implemented the principles of the apprentice model
in classrooms to increase student achievement.
Primary/Intermediate Teacher, Bowling Green Independent
Schools, 1995 - 2003
Effectively served T.C. Cherry and Dishman McGinnis Elementary
Schools. Utilized developmentally appropriate lessons for primary
students in a multi-age setting. Provided best practices for primary and
intermediate students. Coordinated all facets of Extended Schools
Services and Summer School programs as coordinator. Served as
District Trainer for Voyager. Additionally served as technology
coordinator, writing cluster leader, reading leader, math leader,
textbook coordinator, ESS instructor, public relations, etc.
Gifted & Talented Teaching Instructor
Western Kentucky University, 1997
Successfully provided architecture and creative math instruction for
primary students during the Super Saturday program. Students drew a
floor plan, calculated the materials needed to build it, then made a
model of their home, while learning the elements and principles of
design.
Clinician, Western Kentucky University Reading/Research Clinic,
1996 - 1 9 9 7
Provided diagnostic and tutoring services to primary students reading
below grade level. Collaborated with Clinic Director to plan and utilize
research-based instructional methods during one-to-one tutoring
sessions.

PROFESSIONAL
TRAINING
AND AFFILIATIONS

Presenter at the NCEE National Conference, Orlando, FL - 2005
Presenter at the NCEE Regional Conference, Chicago, IL - 2005
NCEE Leadership Academies, Louisville, KY 2004 - 2005
NCEE Math Institutes, Louisville, KY 2004 - 2005
NCEE Literacy Institutes I-X, USA 2002 - 2005
NCEE Best Practices Institute, New York, NY 2002
CHAMPS Training, Lexington, KY 2001 - 2004
Steven Covey's 4 Roles of Leadership, Bowling Green, KY 2000
Curriculum Mapping, Bowling Green, KY 2000
SBDM Training, Bowling Green, KY 1999
Aspiring Principals' Workshop, Louisville, KY 1998
Consolidated Planning Committee Training, 1997
Transformation Plan Training, Bowling Green, KY 1997
District Voyager Training, Dallas, TX 1997

PUBLICATIONS

Kentucky Reading Journal, Spring Issue 2000
Creativity in Reading Instruction: A Summer Literacy Experience

PROFESSIONAL
SOCIETIES

Phi Delta Kappa
IRA
KRA
Kappa Delta Pi
AS CD
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NATIONAL
MEETING
PRESENTATIONS

Presenter at the NCEE National Conference, Orlando, FL - 2005
Presenter at the NCEE Regional Conference, Chicago, IL - 2005

RESEARCH FOCUS

Comprehensive school reform, high performance leadership and
management, professional learning communities, capacity building,
instruction and curriculum, at-risk students, achievement gaps,
student achievement, and school effectiveness
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